R E P O R T R E S U K E s

ED 010 466 48

THE IMPLEMENTATION AND EVALUATION OF A MULTIPLE-CREDIT
SELF-INSTRUCTIONAL ELEMENTARY FRENCH COURSE. FINAL REPORT.

BY- VALDMAN, ALBERT AND OTHERS

INDIANA UNIV., BLOOMINGTON

REPORT NUMBER NDEA-VI-83-3 PUB DATE 65
CONTRACT OEC-9498 ,

EDRS PRICE MF-$0.45 HC-$11,92 298P,

DESCRIPTORS- *AUTOINSTRUCTIONAL PROGRAMS, *LANGUAGE
INSTRUCTION, *FRENCH, *COURSE ORGANIZATION, COLLEGE
INSTRUCTION, TEACHING TECHNIQUES, BASIC VOCABULARY, PROGRAM
EVALUATION, LINGUISTICS, CREDITS, EXPERIMENTAL CURRICULUM,
PACING, *INDIVIDUALIZED PROGRAMS, INSTRUCTIONAL MATERIALS,
OVERACHIEVERS, UNDERACHIEVERS, BLOOMINGTON, INDIANA

AN EXPERIMENTAL ELEMENTARY FRENCH COURSE WAS ESTABLISHED
AT THE UNIVERSITY LEVEL AND EVALUATED ON ITS PEDAGOGICAL
EFFICIENCY, ADMINISTRATIVE FEASIBILITY, AND
ACHIEVEMENT-MOTIVATIONAL CAPABILITY. THE COURSE FEATURED
INTENSIVE CONTACT WITH LINGUISTICS, SELF-INSTRUCTION, AND
SELF-PACING. (FOR DETAILS ON THE COURSE ORGANIZATION, SEE ED
010 465, A PRELIMINARY REPORT.) RESULTS OF THE EXPERIMENTAL
COURSE WERE COMPARED TO THOSE OF CONVENTIONAL FRENCH
SEQUENCES OVER A 3 1/2-YEAR PERIOD. ONE OF THE MORE
SUCCESSFUL FEATURES OF THE COURSE WAS ITS FLEXIBLE FRAMEWORK
BY WHICH GIFTED OR MOTIVATED L TUDENTS COULD PROGRESS MORE
RAPIDLY WHILE WEAKER STUDENTS COULD MOVE AT A PACE GEARED TO
THEIR ABILITIES WITHOUT BEING PENALIZED. DROPOUT RATES
BETWEEN EXPERIMENTAL AND CONTROL (CONVENTIONAL) STUDENTS WERE
INSIGNIFICANT. THE NOVELTY OF THE EXPERIMENTAL COURSE WAS NOT
DETRIMENTAL TO STUDENT ACHIEVEMENT. EMPHASIS ON LABORATORY
WORK ENHANCED SPEAKING ABILITIES BUT DETRACTED FROM READING
AND WRITING SKILLS. THE SKILL OF LISTENING COMPREHENSION WAS
NOT AFFECTED. REACTIONS OF INSTRUCTORS AND STUDENTS WHO
"ACTIVELY PARTICIPATED IN THE EXPERIMENT WERE POSITIVE. THE
MAJOR PROBLEM WAS THE FUNDAMENTAL INCOMPATIBILITY BETWEEN THE
EXPERIMENT'S EMPHASIS ON AUDIOLINGUAL PROFICIENCY AND THE
OBJECTIVE OF READING PROFICIENCY IN CONVENTIONAL FRENCH
INSTRUCTION. (5EE ED 010 464 FOR AN INTERMEDIATE PREPROGRAMED
TEXT USED IN THE EXPERIMENTAL COURSE.) (JH)

s g

T B IRE WITE TAETRY e e o e g g T AT T T Ty S ey querie

v s TERERERS . o

€ a2t e




\o ‘ . * ' ‘@\
O U. S. DEPARTMENT OF HEALTH, EDUCATION AND WELFARE e
Office of Education ’

- _ ~ This document has heen reproduced gxactly as recelvad TFOm the -

o Person or, organ.zuc i Gig.noUNE It Points of view é¢ GPRIBAS
— stated do not necessarlly represent official’ Hsfise B! Educaton

Rosition o¢ policy,
o .
o
Y

e

Indiana University / Bloomington

Albert Valdman

THE IMPLEMENTATION AND ,
EVALUATION OF A MULTIPLE-CREDIT
'SELF-INSTRUCTIONAL ELEMENTARY
FRENCH COURSE

i

[ ) . » v wen W W o e SONT WO MY T NI 8 ey e ot £1o0 g e < SO P mr sy




t
The Implementation and Evalustion of s Multiple-Credit
Self-Instructional Elementary French Course -
USOE Contracts
9ko8
! 4-14-009
) 5-14-002

RN




PRECEDING PAGE BLANK-NOT FILMED

U Project Director: Albert Valdman

:] Assistant Directors: William A. Henning
Marian M. Walter

Programmer: Pierre Cintas

U Administrative Assistant: Judith M. Swadensr

Preparation of Materials: Robert Salazar, Forelgn Service Institute.
René Picard, Lycée Frangois 16T, ,
) Fontainebleau, France
U Merie-Antoinette Charbonneaux, American
University
Monique Cossard, Foreign Service Institute
Roxanns Negosky, Stephens College

Instructors: Jean Casagrande !
Jeanne Dilisio
Weber Donaldson

@ Vivian Hell

Semmie Jo Mullen
Roxanng Nagosky
Kathleen O0'Malley

U Judith Rayburn
} Consultants: Simon Belasco, Pennsylvania State University
| Wallace E. Lenbert, McGill University

- Nicholaes Fattu, Indiana University

4




- PRECEDING PAGE BLCANK-NOT FILMED
Introduction

1.1 Development of the New Key

Through the impact of structural linguistics the notion that
language is primerily a structured system of perception and arti-
culatory habits has been gaining wider acceptance among fgreign
language (FL) teachers in the course of the past two decades. As
a consequence the objectives of FL instruction are shifting toward
emphasis on the audio-lingual skills, i.e., listening comprehension

and speaking, particularly in the initialﬁstages of instruction.
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Audio-lingual oriented FL teaching methods are the heirs of
g‘ the "Army Method" evolved in the early nineteen forties. When
a2 the Armed Forces became aware of the need to train thousands of
L Americens to understand and speek--not read--such "exotic" languages
g} as Burmese, Korean, Malsy, Serbo-Croatian, etc., the FL teaching
- profession, after two decades of grammar-translation method had
{} rneither the training, experience, nor inclination to assume the
. burden. Fortunately, since the early thirties a small group of
kj scholers had been evolving out of traditional comparstive philology

and in contzet with cultural anthropology, a new academic disciplire,

T3

linguistics, the study of lenguuge 28 an end in itself, and had

t=73

applicd some of the new theories of languege design to the descrip-

tion of American Indiane languages, langueges where written texts
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dsd not exist, and which could be described only by the aralysis

of the sounds the speakers emitted. Also, largely through the
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foresight of Mortimer Graves, its Executive Secretary, and with
the collaboration of the Linguistic Society of America, the ACLS
(American Council of Learned Societies) launched, with ﬁ5ckefeller
Foundation support, the Intensive Language Program directed by

J. Milton Cowan. A group of linguists was gathered to prepare
descriptions and pedagogical materials for languages not generally
taught in American universities and to design intensive language
courses ..t ‘

In 1943 the Intgnsive Language Program was adopted as the pro-
totype for the languagé and aree courses of the Army Specialized
Training Program (ASTP), and in two years more than 15,000 service-~
men learned 27 different languages in 55 colleges and universities.
Despite the wide public acclaim which these various linguist-inspired
prograﬁs met, the walls of academe were on the whole impervious to
their effect, and while bitter recriminations and condescending re-
Joinders were exchanged between traditional language teachers and
the rew upstarts, only at Cornell University did the new method
gain a foothold,cand then only after the importation of a high-powered
team of linguists and a complete administrative reorganization of
the FL teaching curriculum. Unfettered by the heavy burden of the
philological end literary tradition, Govermment agencies not only
adopted the Army Language Method but refined and developed it further
30 that, today, the Army Language School (Defense Language Insitute,
West Coast Branch) and the Foreign Service Institute of the Department
of State (FSI) offer the most sophisticated language instruction in

the greatest number of languages to be found in this country. It
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does not come as g surprise, therefore, that when Sputnik panicked
the foreign language profession into overhauling the establishment,
1t was toward these strongholds cf intensive FL instruction that
innovators turned.

It was mainly through two collgsborative projects that audio-
lingual oriented FL instruction based on the theoretical premises
and illuétrating the techniques of the Army Method made a significant
impact on tue secondary school and college levels. As a result of
the Conference on Criteris for a College T=xtbook in Beginning
Spanish sponsored by the Modern Langﬁage Association (MLA) and held
in the spring of 1956, a small group of linguists and language

teachers produced Modern Spanish, an elementary Spanish textbook

patterned on the FSI Basic Spanish Course. Two years later,

pursuant to a research contract between the U.S. Office of Education
and the Glastonbury, Connecticut Public Schools, under terms of the
Netional Defense Education Act (WDEA), the A-IM (Audio-Lingusl
Materials) series was launched to coinc.de with the first NDEA Title
VI Secondary School Teachers' Foreign Language Institutes. Both
Modern Spanish and the A-LM differed from traditional elementary
language texts not only with regerd to the learning principles and
teaching techniques implicit in the material they contalned, but also
by the fact that the authors sought to control the pedagogicel condi-
tions under which these materials were used by spelling out classroom
procedures. A-IM French is not a textbook but a teaching "package"
with student workbook end discs, a complete set of tapes recorded by

native speskers, and a teacher's gulde which leaves little room for
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regression to‘traditional techniques. Thus, A-LM materials require,
of the classroom teachers that use them, adherence to the principal
tenets of the "New Key", as the adapted Army Language Method came to
be known.

1.2 Definition of the New Key

What is FL teaching in the New Key? This question is best
answered by reviewing rapidly the fundamental principles about
language learning held by the linguists associasted with the Intensive
Language Program and its immed%ate heirs.

1) Primecy of sound. During World War II iinguists were called

upon to design and implement courses whose main objective was to
tra%p students to communicate effectively with natives of countries
to which their duty might call them. Common sense dictated focusing
entirely on spoken speech patterns. Also from their experience with
pre-literate languages, it was obvious to linguists that sound was
primary end writing only a secondary derivative. Western man with
his deeply ingrained orthographic habits is wont to forget or refuse
to accept this differencs and to deal with linguistic date in terms
of a string of letters separated by spaces, yet the construction of
sound audio-lingual oriented materials depends on a clear grasp of
the relationshiy between speech and writing. When one asks the
average educated American layman to give the rule for the formation
of the regular noun plural of English, i.e., to relate cat and cats,

dog and dogs, horse and horses, the snswer is invariably e confidents

"one adds =s or -es." But this type of formulation is not particu-

larly useful to a foreigner who is interested first and foremost in
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speaking accurately. He must know (l) how many different suffixes

there are and how each sounds, and (2) since several sre involved,

the basis of selection among tﬁe variants. A linguist might state

the rule as follows: +to form the regular plural of s noun one adds
.

/Bz/ if the noun ends with the consonants /s z & 5 & %/, for example,

rose/roses, church/churches; one adds /s/ if tie noun ends with a

volceless conSonant, with the exclusion of those mentioned previously,
for example, cat/cats, lip/lips; finally one adds /z/ elsewhere, for

example, radio/radios, dos/dogs, bird/birds, bee/bees; note that

there is no isomorphism between the written and the spoken language
rules. From a different point of view, reference to the written
language to explain the spoken lasnguage is dangerous for the former
does not have machinery to represent many of the phonic features
which keep words and phrases apart. In English, for instance, there
sre differences in stress levels: as many American presidentigl
hopefuls have discovered to their chagrin not every'yhiig.ggﬁgg is
the White House.

2) Intensiveness. Since linguists viewed langusge as a complex
aggregate of various sets of sensory and motor habits, they coneluded
vhat nothing short of relentless repetition leads to audio-lingusl
fluency. Even native speskers of a language are quite unable to
describe these habilts, most of which lie beyond their threshold of
awereness and little profit is derived from the memorization or
explication of rules. The principal activity of the foreilgn langusge
classroom is constent imitation and repetition of a native model,

mim-mem. As Leonard Bloonmfield, the leading theoretician of American
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war-time gpplied limguistics put it: “Language learning is over- .
2 ‘ ]

learning. Anything else is of no use."” J
3) Authenticity of Model. Linguists carried over into the a

classroom the anthropologlst®s concept of the "informent,” the

native speaker as sole asuthority and ultimate'source of the

3

language. Only a native speaker and any native spesker could meni-

£
fest the structuge of the language at all levels and his constant Ej
presence in the classroom--live or recorded--was requlred. Thils r
reliance on informants resulted in a healthy reaction ageinst norma- L
tive statements and acherence to formal styles of speech and to EE
inclusion of more informal pronunciation, forms and constructlions in "m
teaching materisls. Nonetheless where dislect and style variations ;E
were extensive--gs in French and Spanish--lingulsts based materisls {3

on standard diaslects with, frequently, considerable amount of

dislect and style mixture.

3

4) - Inductive Grammsr. Unlike the Direct Methed enthusiast

. i
linguists did not throw out the baby with the beth water and grawmer L
was very much--perhaps too much-~in evidence in FL courses they i

J

directed and teaching materials whose preparetion they supervised.

But for them grammsr was neither the memorization of rules (in

French, the past participle conjugated with avoir agrees in number

C3

and gender with a preceding direct object), ‘nor the recitation of

paradigms (Letin, emo, ames, amet. . «), nor were they concerned with

linguistic etiquette (thou shalt not sey I feel badly). Grammsr was

essentially a descriptive statement of the constitution of sentences

and the occurrence of forms. Generally, it was presented inductively
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through pattern drills followed by sometimes quite technical

. statements of the grammatical features manifested in the drills, but

it was asserted. that only after mastery of a battern is acquired will
accompanying explanagtion be fully useful? The use of grammatical
rules as "predictors" of linguistic behavior was expressly banned:
"they (rules) are the deseription of the student®s owm performance;

Rules gughtqgg,hg summaries of behavior. They function only secon-

darily as 'predictors?."

5) Words in Context. Most educated laymen harbor the simpli-
stic notion that languages are made of words with g few "idioms"-
tossed in for good measure and that learning g language involves
simply the memorization of different sets of words whose meaning
content is isomorphic with that of native eéuivalents. Unlike
Direct Method énthusiasts-who nurtured this conception by the
assoclation of image and word.and by forcing iéomorphism through
artificial translations of the-pen-of -my-aunt variety, linguists
bresented vocabulary through the memorization and recdmbination of
complete sentences arranged in self-contained dialogues and accom-
Panied By approximate contextual equivalents rather than word-for-
word glosses. _

6) .Lingﬁistic Interference. The most important contfibution
of linguistics'to the preparation of teaching materials lay in the

theory that areas of difficulty can be Predicted in advance by‘poiht

- by point comparison of the structure of the native and target lan-

guages. For exampzé}min English all vowels which occur at the end

of a word or phrase are long and followed by g glide; sué,.bow,
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see, say. Americans predictably mispronounce final French vowels

which are always short and tense: beau, sous, si, clest. Similarly,

most dialects of Spanish exhibit a five vowel system. Standard
French, on the other hand, has up to éight vowels excluding the

front rounded series and the nasal vowel:-®

- Frenc.

(0

A
a

e

P L
e le a

Spanish i e a o] u

Spanish speakers can be expected to--and indeed do-~have difficulty

realizing contrasts of the type gud/guet; 13/las; pomme/paume.

Pattern interference results from differences in the structuring
of linguistic units at various leve;s as well as differences in the
distribution of units on any one level. French, English, and Spanish
have phdnetic nasal'vowels, €e.8., French tante and English taunts
French passion and Spanish pasién. However, in French nasality of
vowels is functional since tante contrasts with t3te and tant with
tas, but in both English and Spanish any vowel followed by a nasal
consonant  is automaticslly nasalized. Going from English and Spanish

to French interference results from the different phonological role

of theffeafure of nasality. Interfefence problems at the grammatical

and lexical levels are more numerous and complex. Consider the

English sentence My father was a teacher. The faulty rendition *My

father was teacher. could be elicited from French, Russian, or

Spanish speskers-but for different reasons. Both French and Spanish

have articles but they are not used in the contextual equivalents of
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the English sentence given above: Mon pére &tait professeur énd ML

Padre era professor. The article appears elsewhere, howevers C'est

' un professeur; Es un professor. In Russian there is no article form

- class: Qtets u menis byl uCitel and Qgguﬁitel. For iinguists,

then, the preparation of pedagogical maférials had to be preceded by
the contrastive ahalysis of the "target" and native languages at all
relevant levels, starting with phonology and progressing through
morphology, syntax, and lexicon.

1.3 Evaluation of the New Key

From the comfortable vantage point of two decades of hindsight
we can now attempt a fagir evaluation of the pedagogical effective-
ness and efficiency of the New Key. By definition linguists are
concerned with the structure of language and their attempt to deal
with the processes that take piace in the language classroém, be it
in the very special conditions of the FSI or iﬁ an elementary school
class, can be expected to fall quite short of'€Ee markj ffdr in FL
instruction the linguist's competence ends before practical problems
of presentation and ordering of materiel and the organization of the
instructional context are reached. Obsessed with structure, the
linguist never pondered over the process that takes place in the FL
classroom, language learning; seldom did he construct controlled
experiments to test some of the assertions he made qua language
teacher, and he never suspected that the success of intensive-typé
instruction might be due to external factors--student motivation,
intensive contact, and the like--rather than his operational prin-

ciples and models. He operated with the simplistic "sunburn" model
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of language learning: the student was exposed to Fi patterns until
he sosked them up. Typically, the materials utilized by Intensive
Method programs and their New Xey heirs--FSI, A-IM, etc:--consist of
dialogues which are to be "over-learned” through relentless repeti-
tion, pattern drills wherein structures are repeated and manlbulated
ad nauseam, and comprehension exercises in which lexical 1tems and
grammatical features presented in the dialogue and the_pattern
drills are recombined with a minimum of new lexical items. While
materials prepared according to the Army Method contain formal pro-
nunciation drills--minimal pair oppositions and practice of phonemes
in representative environments--pronunciation is acquired in shotgun
fashion parallel with the memorization of the basic sentences of
dialogues.

The most serious shortcoming of'these materials is that they
constitute a closed system. The student learns s finite stock of
basic sentences which he can parrot if the proper circumstancés
rresent themselves; at best the student can only be-expected to
vary by inserting lexical items in the slots of the pattern drills
he has manipulated. Recent experiments in child-language acquisi-
tion suggest that human beings do not learn their first language by
mlm-mem'but that they construct from their linguistic environment ‘8,
model which can be projected beyond what has been heard in the past
to form and recognize new combinations. dJean Berkc;,)+ for'ingtance,
has shown that American pre-schooi children and first graders can
extend rules for noun plural formation to nonsense words with a high

degree of accuracy; on the basis of.dog(do s, cat/cats, horse/horses

®
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they analogize wug/wugs, fap/faps, gutch/gutches. Similarly, on

the basis of the productive -er verbs French children analogize

¥vous disez instead of vous dites, and on the basis of ils boivent

construct *nous boivons. It is reasonsble to posit that adult

second language learning consists of more than the storing up
of rehearsed utterances and involves the construction of a grem-
matical model on the basis of which utterances that have never
been heard before are '"created." The construction of the model
might be catalyzed by the artful presentation of material, for
instance, contrastive pairs which point up generative processes,
or more simply by the statement of deductive rules.

The New Key organization of subject matter and instruction
follows literally the order of descriptive field work: first

phonemic contrasts, then gssimilation of forms through pattern

drills, and last, translation exzrcises to learn syntactic features.

Since the phonologic and morphophonemic structures of a language
can be analyzed in terms of finite sets or lists readily dis-
coverable by the analyst, New Key technigques lead to satisfactory
aséimilation and control at these two levels. But at the syntactic
level New Key textbooks had to revert to traditional techniques, |
primarily translation drills, since by committing itself to the
inductive presentation of gremmar the New Key was unsble to handle
the open-ended character of the levels of language that impipge

on the real world. Only deductive rules with high predictive

potency, sometimes stated in semantic terms--despite the taboo
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that attaches to meaning among certain structural linguists=--

New Key techniques and teaching materials, though unquestion-
ably superior for audio-lingually oriented FL instruction to
the Traditional Eclectie Method because they do focus on the
spoken language, rest on very sheky psycho+pedagogical grounds.
Yet in the context of the Intensive Langu@gelProgram, particularly
as represented by the Army Language School and FSI; they were
unquestionably extremely successful in producing, within a relative
short time, students highly proficient in the active use of a
foreign language. Paradoxically, it was not primarily by the
application of his specilelized knowledge to the preparation of
teaching materisls and the elaboration of pedagogical techniques
that the lingulst devised effective programs of FL instruction.
Rather, 1t was by the modification of the traditional teaching
context. Since he viewed language as a complex aggregate of
hebits, he concluded that nothing short of relentless practice
could lead to the internatization of these habits. Army Method
courses, therefore, provided the student with constant practice
and active particlpation through a massive number of contact
hours, small classes, and readily avallable sources of authentilec
target language utterances, both live speakers and recorded
materiels. Typlcaliy, courses in the commonly taught languages

(French, Germen, Italien, Spanish) at FSI provide for more than
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450 hourﬁsof instruction in small groups of not more than six
partiéipants; the period of instruction for "exotic® language§

is more then twice as lorg. In Intensive Method progrems con-
tact was also intensified by the modification of the treditional
FL teaching contex@: smell clesses, seldom containing more than
ten students; varistion in class size; specislization of teaching
function, a linguist who provided guidance and s native informant
who functioned as a drilling mechine.

When the Army Method was applied to regular high school and
college FL programs emphasis was placed on its tangible aspects:
technigues, materials and electro-mechanical devices. It was
not generally recognized that the use of new materiels and tech-
nigues might require a reformuletion of the traditional teaching
contexts and that unless course objectives-=assuming thet these
are clearly formulated, which is seldom the case~~-bore some reel-
istic relatiocn to the time gvailsble for instruetion, the New Key
might well fall flat.

Today the high school and college FL teacher is still forced
into the strailght-jacket of the 2lementary course. In fewer than
250 hours of contact spread over a beriod of one to two gears,
he endeavors to introduce groups of twenty to thirty students
to all the grammatical rules of the target language within s
vocabulary of several thousand words so that those students who
do not continue the study of the language--and these constitute

the majority--will have at least a passing acquaintance with the
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subject matter, a minimum level of comprehension, and an embryonic
reading knowledge. In order to complete the text by the end of
the course the teacher has no choice but to explicate grammar rﬁles
and to train students in the translation of target language texts
into stiained Englishe. The happy few who do continue will be
subjected to several levels of review grammar and reading courses,
each of which attempts at exhaustive presentation, and to remediél
courses in pronunciation. Admittedly, it is utopian to hope that,
within the decade ghead, our administrators and our citizenry

will become sufficiently enlightened to FL teaching needs to recog-
nize that bhe easiest way to impart complete mastery of foreign
languages is to institute the five to ten year sequences found
almost universally in other Western countries. We must, therefore,
improve the status of FL teaching the hard way by increased peda-
gogical efficlency. Clearly, pedagogicel efficiency cannot be
achieved exclusively by improved materisls nor by the installation
of more complex electro-mechanicel devices, but rather by the
creation of a teaching context which will increase contact hours
without substanfially raising instructionsl costs.

1.4 Previous Attempts and Proposals for the Reformulation of the

Traditional Teaching Context

1.41 The University of Oklshoms Experiment (1944-1945)

The first attempt to adapt the administrative structure of
Army Method FL instruction to non-intensive curricula was initiated

by Plerre Delattre at the University of Oklahome in the academle
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year 1944-U45.2 Delattre's primary objective was to test the
Army Method assertion that an initial concentration on listen-
ing and speaking in the total absence of any reference to the
printed page is pedagogically more &fficient than the traditional
method. Eut impliecit in Delattre's experimental design was s
menipulation of the teaching context which was not clearly per-
ceived by the experimenter himself. Delattre divided a beginning
French class into two groups: the control group foliowed the
Traditional Eclectic Approach, meeting with an instructor and
using & conventionsal textbook from the very beginning; the ex-

perimental group met with the instructor for the same number of

hours as the control group but was exposed to g different treat-
ment. They followed a strict audio-linguael approach with no
reading or writing for thirteen weeks and were given the tran-
script of the audio-linguel material only during the last three
weeks of the first semester--during the second semester both
groups were exposed to s common treatment. From our point of
view, the most significant feature of the project was that the
experiméntal group had access to a room equipped with a phono-
graph where they could practice materisl presented previously

in elass; in the next class hour the material practiced in this
rudimentary language laborsastory was checked by the instructor.

In this way contact with the laﬁguage was multiplied seversl fold,
at least for the assiduous students and the drilling function was
assuned by an electro-mechanical component which could supplement

the classroom teacher and, indeed, function independently of him.

s
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1.k2 The Cornell University Lenguage Program (1946)

The most significant and thoroughgoing attempt to adapt
Army Method features to the college level was made st Cornell
University in 1946 with the aid of a grant from the Rockefeller

Foundation.6

All of the university's elementary and intermediate
languege instruction was sssumed by a new Division of Modern

Langusges (DML) directed by J Milton Cowan. The DML was staffed

with a small group of linguists, all of whom had participated

in the various wartime FL teaching activities deseribed in 1.1

as well as native speakers of the various languages taught. The
most noteble feature of the program was specislization of teach-
ing function: students met two hours weekly in large groups of
about 50 for grammstical analysis conducted by a trained linguist,
generally of professorisl rank, and six hours weekly in drill
sections of ten with a native speaker. In a later modified ver-
sion of the rrogram, forced by the need to reduce instructional
costs and to incorporate the use of non-native spesking American
graduste assistants, the number of drill session hours was re-

duced to three; for the other three hours students met in groups

of twenty with American graduate assistants for "laboratory"

reriods. 1In the initial phase of instruction the American grad-
uate assistants supervised the imitation of recorded native
models. It should be noted that, as an essential corollary of
course reorganization, the basic language requirement was de-
fined in terms of demonstrated proficiency level rather than

semester credits.

fﬁ
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But even the Cornell language program failed to.free FL, from
the traditional administrative framework: the division of the
subject matter in terms of semesters; rigorous course outlines
which keep all students in lockstep progress and fail to provide
for individual variations in language aptitude, motivation, back=-
ground and whatever other factors determine FL learning; the de-
finition of instructional exposure in terms of instructor ‘contact
houré.

1.43 The Advent of Self-Tnstruction

In a paper presented at the first Indiana University Language

Laeboratory Conference and subsequently published in Language Teaching

Today, Bruce Gaarder suggested a more radical departure from tra-

‘dition.7 He proposed that the sole irreplacesble function of the

FL teacher is the elicitation of "graded, guided experiences in

8 and that all other tasks pre-

the natural use of the new tongue"
sently assumed by the teacher--initisl presentation of material,
explanation, drill, constant review, and testing--can be relegated
to properl& programmed electro-mechanical devices. Gaarder describes
a sultable self-instructional program as follows:
Let us imsgine & truly great teacher, equipped

with native command of the langusge, great insight

into the learning process, and twenty-five years ex-

pgrience in our schocls. He uses & sort of direct

method, not the perversion which consists in teaching

people how to talk about French in French, but rather

a form of linguistic analysis in terms of inter-
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personal relationships and events based upon
imitation, linguistic analogies, and inductive
reasoning. He does not need to jump about
trying to illustrate his words by acting out what
he is saying. Rather he has at one side of the
room & small stege upon which a small group of
native actors represent exactly the situation
| he needs in order to present'and explain a fea-
ture of the structure of French, not by talking
about French, but by living some French. He has
a cless of two to five average students whom he
k takes care to involve aurally and orally from the
very beginning and throughéut the period. Using
‘inown.material, he proceeds to the unknown and
soon is eliciting the new structure from the
students in natural speech. He knows in advance
what every difficulty will be and tekes care of
it at Just the right time. Perhsps he has a beok,
but neither he nor the students open it. He may
use the blackbosrd. s
Let us imagine that that class, excepting /’
the gtudents? werds, was recorded on tape. All
that the actors did was glven to the students by

means of photographs or drawlngs in a workbook to

illustrate what was being said. All of the black~
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board notes were presented in Proper order in

the workbook. All ofpfﬁe workbook matefial

was keyed constantly to the taped presentation

and explanation by the teacher and the actors.

The hundreds of students taking the course

later in the laboratory would be involved as

individuals, aurally, visually, and orally

from the first of the tape bo iﬁs end. If

anything was missed, the tape could be stopped

by any single student (each would work from his

own copy of the tape) and any part or the entire

thing repeated aﬁ& nﬁmber of times.d

At the same conference F. Rand Morton painted in bold strokes
a futuristic LLTM (Language Laboratory as a Teaching Machine) where
students working with carefully programmed eléctronic equipment -
learned all language skills through autodidactic activityalo Morton
believes, like Gaarder, that the language laboratory can be fully
integrated in the FL learning processcand can assﬁme more effi-
ciently than human beings the repetitive aspects of FL instruction
in the New Key: initial presentation, drill, review, and habit
fixation. But hé Would go evén'furthefﬁ' all teaching functions
ineluding testing and the use of the FL in simulated ﬁatural con-
text could be relegated to thé LLTM. The source of his optimism
is a pilot experimentai course in Spénish he conducfed at Harvard

University in 1953 and 1954. This experimental course was of the
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New Key variety since the terminal objectives were defined as an
audio-lingual fluency of 80 per cent. For the purpose of the

experiment, audio-lingual fluency was defined as "the ability to

3 - &3 ¢

handle the basic structure of a language by a normal five or six
year old child in his native language" and "the ability to mani-

pulate and respond to the structural signifiers of normal nonspe=-

&

11 ' ‘
cialized language." The course comprised five central components:

23

Phonematization, Sound Reproduction, Structural Cues, Model

Patterns, and Vocabulary; a sixth component, Allied Skills, dealt

3

with reading, writing, and translation, butﬁwas merely a sop thrown

to tradition.

In the Phonematization phase the student was trained to dis-
criminate among Spanish phonemes and between correct and incorrect

realizgtions of Spanish phonemes with an accuracy of 90 to 96 per

cent. He did not begin attempts at imitation until the next phase,

Sound Production, in which sounds were practiced in isolation and in

combination. The functional use of sound differences was also

practiced, e.g., the commutation of /o/ and /a/ which has a heavy

functional burden in Spanish: Los gatos blancos estan malos -»

Las gatas blancas estan malas. In the Structural Cues phase

grammar was presented in terms of abstract acoustic cues devoid of

semantic meaning and the student was expected to react automatically

3 £33 3

' 0]
to such morphemes as verbal persons or plural of nouns. Meaning was

finglly introduced in the Model Patterns and Vocabulary Building

phases through 105 basic sentences and 3500 lexical items.

a2




il

=

[ S
g iniil

Lot J

SR R e B

™
3

£

ot

3

T3

3

!

3

L

Morton!s experiment was portentous for at least two reasons.
First, it assumed that all learning could be achieved by the student
working independently of the teacher with the use of autodidactic
materials and a tape recorder. Second, student achievement was
directly related to assiduity; no student failed "since by both
definition and procedure completion of the course guaranteed satis-

' 2
factory proficiency on the student's part."L No testing was

necessary and the presence of the instructor was required only for

* occasional evaluation of student pronunciation and occasional remedial

Worke.

ﬁbrton's experiment was only designed as a pilot and lacked the:
necessary controls that would have made possible a truly objective
evaluation of the validity of his basic premises and of the pedagogi-
cal efficiency of the LLTM concept. For instance, Morton reports
that the students who completed the pilot course were as a group
easily superior in netural proficiency to the students in conven-
tional third and fourth year Spanish classes. Since no ef??rts were
made to insure and measure the comparability of the pilot and conven-
tional groups, one cannot discount the possibility that the former
contained students with a higher level of language lesrning aptitude
or motivation toward an audio-lingual oriented course. There were
also two significant aspects of the use of an ungraded self-instruc-
tional course which were not considered in Morton's experiment:
(1) the effect on instructionsl costs, (2) the adaptation to the

¢

administrative-practices (cfedif and grade award, selection of
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teaching staff, etq.)'of colleges and universities.

FL teachers who firmly believe in the primacy of audio-lingual
proficiency tend to try to demonstrate the soundness of their
opinion by showing that initial emphasis on listening comprehension
and speaking to the exclusion of reading and writing will result in
higher overall proficiency in the long run (viz. two years of FL
instruction at the college level). In one of the more carefully
conceived and sophisticated experiments in the field of FL instruc-
tion George A. C. Scherer could only safely conclude that students
tend to learn those skills which are emphasized by the teaching
method to which they are exposed.13 Since there is no obJjective
means of quantifying overall proficiency in FL evaluation of the
pedagogical efficiency of a course, it will be determined by the
appraiserts value judgments with regard to the ultimate goals of FL
instruction (comprehension, speeking, reading, writing, tfanslation,
overt knowledge of structure, etc.). Note thst, although listening
compeehension and speaking are traditionally paired, a combination
listening comprehension-reading comprehension is not theoretically
precluded.

Let us assume gratuitously that emphasis on audio-lingusl skills
is more than a passing fad and could be supported éﬁequateiy by
philosophical, theoretical, and practical considerations. It would
then become possible to pose such interesting questions as the
following. Can audio-lingual oriented courses be designed which

would result in listening comprehension and speaking proficiencies
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comparable to those attalned in intensive courses, say FSI basic
courses, but which, in addition: (1) aré competible with liberal
arts education and gllow the student to pursue other studies
simultaneously; (2) are comparable with Traditional Eclectic
courses with regard to instructional cosés gnd instructional
personnéel; (3) are consonant with the administrative policles of
colleges and universities?

Morton's pilot. experiment suggests that an answer be sought
through the use of self-instruction and the concept of the language
laboratory as a tesching machine capable of replmcing or spélling.
the live teacher. This concept, however, entails experimenting more
widely with more flexible administrative procedures and modifying
the conventional FL teaching context. New organizational patterns
redically different from those of today mist be sought, patterns which
will accommodate recent and anticipated developments in electro-
mechanical devices, the expansion of language leboratory facilities,
and the growing application of programmed instruction techniques

to problems of FL teaching.
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2. Multiple Credit Elementary French

2.1 The Problem

As was pointed out the keysténe of the New Key is intensive
contact of the learner with the FL achieved through a high number of
contact hours (exposure) and the reduction of the size of classes.
FSI sixteen-week basic courses in the commonly taught languages
contain 480 hours (sixteen weeks with thirty hours of weekly assigned
class hours). In the optimal non-intensive college FL course, the
student is required to attend five periods weekly--periods generally
range from 45 to 50 minutes--during an academic year of 32 weeks,
i.e., 160 periods. For the sake of convenience let us assume that &
reriod equals one hgur, then three years of an optimal college FL
course would match the exposure of FSI basic courses. But at FSI the
maximum class size is six whereas the optimal minimum class size in
college FL courses is twenty, at least for the commonly taught
languages. In reality, three years of an FL college course provides
only the same degree of exposure as an FSI basic course, and since
actual contact is a function of exposure and class size, i.e., reci-
tation time per student, it would not be unreasonsble to assume that
an FSI basic course is equivelent to four or more years of college -
FL study.

One might suspect thet with regard to the numher of structural
fegtures and vocabulery items covered, the FSI basic course syllsbi
would be far more ambitious than so-called elementary college text-

books, but, in fact, the contrary is true. For instance, in FSI
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Basic French grammar "points" are treated much less exhaustively

than they ere in standard Traditionsl Eclectic Method textbooks.
Clearly, because of the notion that s textbook must be completed from
cover to cover during the course, college FL courses have very rig-
orous quantitative objectives but sacrifice quality, and the implicit
terminal behavior expected of the student is much less than complete
internalization and automatic production of the material presented.
We do not mean to criticize this sacrifice of quality for quantity,
nor do we hold that there is an& inherent virtue in placing priority
on neer-perfect, active audio-lingual control of a finite set of
utterances, lexical items and structural features. We only wish to
underscore the fact that New Key objectives and present college FL
elementary courses--and all four-year high school FL sequences--are
fundamentally incompatible.

It should also be borne in mind that at the end of the Ffirst
year of study a college student is expected not only to have some
degree of control of the spoken language, but also the abllity to
read unedited texts that exhibit structures and s vocebulary content
much more extensive and much more complex than those of daily speech.
It also may be desired that he write the FL, if not elegantly, at |
least "grammaetically” and "idiomatically."

Since total instructional costs cannot be increased, it is only
through a course incorporating Gaarder's and Morton's language-
Leboratory-as-a-Teaching-Machine concept that the New Key can be

successfully adapted to non-intensive .FL instruction at the high
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school or the college level. At the latter level, it is an L
unwritten convention that students spend three hours in class or I
outside preparation to earn one semester credit point. In a five -
credit FL course, the teacher can lay cleim to fifteen hours of ??
the student’s time per week and the proportion of actual class -
contact to outside study is left to the teacher's discretion. It {j
the language laboratory is considered the sudio analogue of the M
library, the music practice room, the art workshop or the science. .
leboratory=--it might be noted in passing that some universities [}
label their language leboratory quite fittingly "Audio Listening |
i Center" or "Audio Study Center"--it is quite consonant with college [}
‘ brocedures to require that outside study hours be spent in the -
| language leboratory. With the utilization of the concept of the [}
Language-Laboratory-as-a-Teaching-Machine, exposure can be trebled and f}
! the college elementary FL course be brought to approximate intensive

courses more closely with regard to the exposure variasble: the [

optimal college elementary course would now provide 480 hours of
contact between the student and the teaching components.

The use of the language leboratory for some of the functions

that live instructors currently assume, both in intensive-type

programs and conventional college and high school courses » glves
~ individual students the opportunity to progress through an FL course

at the pace most suited to them. Self-pacing increases the effi-

clency of a course since the more gifted students can complete the ' II

course in a shorter period of time and the less able students need

/
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-not retrace their steps should they fail any part of the course.

To summarize, the New Key can be adapted to non-intensive FL

courses if electro-mechanical devices currently available can be made

integral components of the teaching program, and if the efficiency
--as determined by the ratio of instructionsl costs to total learning
achieved--of New Key and intensive method programs can be drasti-
cally improved, not only through the prepaeration of better materials,
but also through the appropriate use of the teaching resources avail-
able.

On the basis of past research and the results of two pilot
courses which sought to adapt the intensive method as it is illus-
trated by the FSI basic courses,l it was decided that a successful
adeptation of the New Key required a course containing at least the
following features:

1) a high number of actual student contact with the FLj

2) the relegation of most clussroom teacher tasks to a
Properly programmed language laboratory;

3) the possibility for each student to progress at his optimum
rate;

4) a shift of emphasis from "covering a relatively indefinite
amount of lapguage within a definite period of time to
assimilating e definite smount of language within a rela-

tively indefinite period of tim.e;"2
5) the definition of FL proficiency in terms of attested pro-

ficiency in carefully defined skills rather then in yesrs of




3k,

study or the number of semester credits earned.

Tn April, 1961 a proposal describing the structure of Multiple-
Credit Elementsry French (MCEF), a course that contained these
fegtures, and outlining a plan to test its pedagogical efficiency
and administrative feasibility, was submitted by Indiane University
to the Research'Uhit of the Language Development Section of the U. S.
Office of Education. The proposal was approved and the research
began to be implemented in September of that year.

2,2 The Conventional Course

Tt was decided that the pedagogical efficiency aend some effects
on administrative policies would be megsured by comparison with &
control group consisting of several elementary French sectilons pur-
suing the conventional program of studies. We shall, therefore,
begin by describing the conventional baslc French program at Indiana
University.

The progrem of basic French instruction at Indiena University
1¢ quite characteristic of that currently existing in most large
universities. French is the most populer FL, particulaerly for those
students who aspire to no higher goal than eompleti5n of the FL
requiremént of the Qollegé of Arts and Sclences, no doubt because it
is the mpdern FL most wldely taught in Indiane public high schools
and that many students "beginning" French at Indiana Universlty heve
had some previous contact with the language. The requirement of the
College of Arts and Sciences stipulates thet a student shall teke

eighteen semester hours of an FL. The basic FL program consists of



e T AU VT S PSS SN S b et mlih dLatboe i B b R test ek e o n o oers n b “ iwcha at

R ¢ 35,

a one-year elementary course (FlOl-FlOQ) meeting five periods
weekly and requiring, in additién, two periods of compulsory
attendance in the language laboratory, two intermediate courses
stressing audio-lingual fluency (F201-F202), each ﬁeeting two
periods weekly, and two intermediate courses s£ressing reading in
literary texts (F211-F212), meeting three periods weekly. The
F101-F102 sequence yields a total of ten semester crediﬁs; students
may then elect to take F20l and F211-F212 or F2Ol-F202 and F2o1l

Plus a third year conversation course. TIn the latter case they will

- have earned more than the eighteen semester credit hours required.

The elementary F101-F102 sequence constitutes the most closely
supervised and homogeneous part of the Indians University basic French
brogram. All instructors follow a rigorous course outling and exam-
inations are of a departmental nature. This applies to some extent
to the F201-F202 sequence but not at all to F211-F212. In both
F10L-F102 and F201-F202 the method of instruction is best described
as Traditional Felectic. The textbooks used in both courses contain
some New Key features: dialbgues, pattern drills, but the grammati-
cal explanations refer generally to the written language and are not
well integrated with the drill meterial. Reading selections are
introducéd very early and they are selected for their literary signi-
ficance rather fhan their linguistic characteristics, i.e., no
effort is made to introduce structures and vocabulary gradually.

But it is the fact that a stated number of grammar points and & spe-

cified number of pages must be covered within a glven period of time




36.

that characterizes these.courses as distinetly traditional.

These courses are manned by an instructional staff consisting
primarily of graduate assistants (75 per cent or more), many of whom
have no professional preparation or teaching experience end very few
of whom speek the language with native or near-native accuracy and
proficiency. Some instructors of professorial rank are assigned to
these courses but no effort is made to insure that all'etudents have
contaet with the more competent and experienced members of the
teaching staff; whether a student will be taught by a native speaker
with or without FL teaching training, a well schooled professional
FL teacher, or a neophyte depends primarily on happenstance. All
graduate assistants receive in-service training through attendance
of a compulsory one semester methods course which features some
observation of an elementary seetion taught by the clinical pro-
fessor.

In the elementary course (FlOl-FlOE) attendance of two periods
of language laboratory work is required. Except for the period
immediately following the beginning of g semester and preceding
examinations, attendance often falls to 50 per cent and lower. The
recorded material presented consists of the imitation of dialogues
and response drills as well as occasional pattern drills; students
may at all times refer to the textbook. The recorded meterial is
first broadcast from a central console and students work in lock-
step fashion; since the equipment is dual channel, students may

record the master program and practice individually in the latter
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part of the period, or they may report to the language laboratory
during evening hours for added individual practice. Of course,
since all sections progress at & uniform rate and since there is

no provision to accommodate the more able students, individual

work tends to consist of review and additional practice and few
students attempt to study material not yet covered in the class-
room. Laboratory periods are supervised by assistants whose res-
ponsibilities are of a housekeeping or custodial nature: installing
reels on the console, making minor adjustments and repairs, taking
attendance, etc.

At Indiana University class periods are 45 minutes long aﬁd
the academic year consists of 32 weeks. The elementary course
(F101-F102), then, provides 120 hours of classroom contact with a
live instructor in sections of twenty students on the average and
48 hours of individual work in the language lakoratory. Thus, with
regard to total exposure, this course can well be considered optimal.

Few ccllege courses, in foreign languages or other fields,
state precisely the terminzl objectives the student must attain to

pass the course, let alone to qualify for an "A", "B", or "C". As

| we have seen in Section 1. sbove, language skills, including reading

 and writing, can ultimately be defined in behavicral terms. Precise

objectives, therefore, should be defined in terms of various types
of behaviors: discrimination acuity, accuracy and speed of sound
production, speed of manipulation of a stated number of grammatical

features, and the like. Since the University catalogue does not
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provide a suitable description of the terminal objectives of F101-
F102, we can only infer these from the final examinations and pre-
test placement procedures. Final examinations test listening com-
prehension, the ability to spell French uttersnces in connected
contexts, knowledge of grammatical patterns as they are reflected
by the orthography and through translation, feading comprehension,
and the ability to translate, primarily from French to English.
The single placement examination used to appropriately place s
student in one of the six basic French courses tests almost exclu-
sively reading comprehension and translation.

It might not be amiss to corment briefly on the attitudes
toward FL teaching of the Indisna University Department of French
and Italian, which sdministers basic French instruction, particu-
larly since it is representative of most large university FL
departments in general and French departments in particular.

Large university FL departments consider that their primary function
is the training of scholars in literary analysis and in the history
of the literature, and to a much lesszer extent the history and
structure, of the languages whose teaching the particular department
edministers. Promotion, advancement and, more importantly, self-
esteem depend on scholarly achievements rather than on competence

in basic FL instruction, skill in the direction of teaching programs
and the preparation of pedagogical materials. As a result there is
little motivation for innovation in language tgaching practices and

no systematic mechanism for feedback from classroom experience to
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the design of methods and materiasls. Such an atmosphere hardly
inspires graduate students to distinguished and devoted teaching,
nor is it conducive to professional attitudes toward FL teaching.
Nor is it an atmosphere which is hospitable to inquiry into the ‘
learning process or experimentation with alternate strategies of

FL instruction.

2.3 Ihe Design of Multiple Credit Elementary French (MCEF)

After reviewing the various attempts to adapt the Army Method
to non-intensive FL programs, and on the basis of our own pilot
trials at the Pennsylvania State University in 1959-60 and at
Indiane University in 1960-61, we opted for a pertially self-
instructional course rather than Morton®s fully auto-didactic
Language-Laboratory-as-a-Teaching-Machine, i.e., we agreed with
Gaarder that the teacherts primary function in a course aiming at
audio-lingual proficiency is to lead the student to use the language
in a simulated natural context and that, insofar as it is compatible
with presently aveilable meterisls and electro-mechanicel devices,
ail other tasks currently assumed by classroom teachers should be
relegated to the language laboratory. TIn this section we describe
Multiple Credit Elementary French (MCEF) as it was formulated in our
research proposal and tried out with the first group of subjects from
September 1961 to February 1963. The proposal was to cover a period
of three years; i.e., two complete and one partial trial of MCEF',
during vhich: (1) a partially self-instructional program would be

prepared and continually revised; (2) administrative procedures would
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be evolved; (3) the techniques to be used in the Display Sections
would be developed and the function of the Display Section--and

of the live instructor--clarified; (k4) the pedagogical efficiency

of MCEF relative to the conventional program, insofar as this could:

be measured within the context in which the experiment, was at-
tempted.

2.31 Organization of MCEF

MCEF was established as e continuous course of fifteen sem-
ester credit hours, labeled F1O0l-F102-F203, equivalent roughly to
the convertional F101-F1l02 elementary sequence and the F201-F202
audio-lingual oriented intermediate sequence. In order to fulfill
their FL requirement students would need to take the F211 reading-
oriented course after successfully completing MCEF.

Z¢311 Credit and Grade Award

Credit and grade granted at the end of a semester would be

directly proportlongl to the proficiency attained during that semes-

ter and also related, to a considerable degree, to the amount of

meterial assimilaeted. Presumably the average student should com-

plete the course, i.e., reach the specified proficiency in the
required FL skills, in three semesters. Students with previous
background in French, those who show greater assidulty, and those
who possess high aptitude for FL learning could complete the course
in two semesters; slow students would not be penalized and could
complete the course in four or more semesteré. It was at first

anticipated that the materials would consist of a finite number of
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units, say thirty. Credit would be granted at the end of a semester
on the basis of any block of ten units assimilated, i.e., one third
of the entire program. A student who had not progressed sufficiently
to earn credit at the end of a given semester, i.e., had not assimi-
lated a complete block of ten units in the course of that semester,
would receive the grade of "I" (incomplete) until such time as he
completed the block of units. At the beginning of the following
semester, he would be expected to enroll in the next-higher-level
course and he would continue from where he had left off, say, Unit
Nine; for instance, if he had received an "I" for F10l, he would
still enroll in F102 the following semester in the hopes that he
might catch up and complete both F101 and F102 in the course of the
second semester. Students who had completed more then ten units
during a semester but fewer than twenty would receive the normal
five hours of credit, but they could expect to complete MCEF before
the end of the third semester and would then be free to devote their
time to other activities. Grades would be determined by scores in
achievement examinations administered at the end of a semester as
well as by performance in Display Sessions during the course of a
semester. Achlevement examinationg at three different levels would
be devised. The first examinatioﬁ would test only comprehension and
oral proficiency, the second would, in addition, tes§ reading ability,
and the last examination would test all four FL skills, including
gbility to write in French. Students who completed the entire pro-

gram before the end of & semester could request to take the terminal
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examination or choose to be evaluated at the regularly scheduled
date of the examination at the end of that semester.

During the course of the éemester short sub~-unit and unit tests
would be administered in the language laboratory and a student would
not be able to proceed unless he achieved a spacified score. Unit
tests would be cumulative and would insure that the student had a
firm control of previously learned meterisl. Since credit would be
granted only after a student had completed a given block of units,
no student who ultimately completed the progrem could feil. For
instance, a student who completed the progrem in five semesters
would recelve only fifteen eredit hours but might earn grades of "g"
or even "B"; in the traditional course the same student might have
satisfied the requirements in four semesters but would have received
an "F" glong the way and might not have acquired as firm a control of
the material presented in the course.

2.312 Contect Hourg

Students would register for a bloek of ten contact periods per
week, divided as follows: one reriod of grammatical analysis in
groﬁps of up to 60 students, two thirty minute "Display Sessions" in
groups of two to four students, and a minimm of eight periods of
individual work in the language leboratory. Since credit and grade
recelved would be dlrectly proportional to the smount of meterilal

assimilated, the student would be encouraged and motivated to spend

additional time in the language leboratory beyond the minimum eight

periods. Presumebly, the greater ‘the number of hours spent in the
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laboratory, the faster the progress. A student's weekly schedule is
presented in the diasgram below.

refers to one period of contact.

9:30

10:20

1:30

1255

2:40

For the sake of comparison, we provide a conventional progrem

43,

Hach square within solld lines

Diagram 1
M T W Th F
LAB, LAB, LAB, LECTURE LAB.
(60 stu-
dents)
DISPLAY DISPLAY
(3 stu-
dents)
-------- LAB, mmmemwee | LAB, LAB,
LAB. LAB,
MCEF

Individual Student Weekly Schedule

weekly individual student schedule.
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Diagram 2
9 . 30 i
CLASS CLASS CLASS CLASS CLASS
(20 stu-
dents)
10:20
LAB, LAB,
(Tnaivi- ‘
' dual Work T hours
C in Lock~- H
step)

TRADITIONAL FRENCH

Individual Student Weekly Schedule

2.32 Teaching Components

2.321 Auto-Tutorial Component

| Students would repért in groups of 30 to a 35 position lan-
guage laboratory equipped with dusl-track machines (Viking 85) and
activated head-sets and hooked up to & master console in two-way
intercommunication. Tapes contalning the recorded program would be
mede avelleble on a library system and students would select 1indi-
vidually any part of the program. At thelr positions, aﬁmed with a
workbook, they would listen to the program, vocalize as directed by
the speskers on the tape, and receive immediate reinforcement in the
form of echo or confirmstion responées; they also could record auto-
matically thelr own responses to cémpare them with the native model.
Progress through an individuel unit would be paced by a series

of self-tests. Depending on his score on each self-test, the student
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would either be directed to proceed to the following section or
shnted to an alternate review sequence. As soon as the student

felt he had assimilated the material contained in a unit he could

~ be administered a Unit Test, scored by his Display Session instruc-

tor; subsequently the student would have the opportunity to discuss
his errors with the instructor who would assign specific review
work when necessary.‘ Auto-tutorial activities'ﬁould‘be monitored
by specially trained léboratory assistants whose'primary function
would be to note and evéluate accuracy of the student's response to
program directions, relative sctivity aund efficiency of work habits.
They also would attend to mechanical problems and record periodic
random selections of student response.

2.322 Display Sessions

Primary instructor-student and student-student intersction
would teke place in small groups of two to four .students, meeting
for s tétal of 60 minutes weekly. Initially, studenté would be
essigned to Display Sessions on the basis of performance in g prog-
nostic language aptitude battery (chiefly the Carroll;Sapon Modern

Language Aptitude Test) but there would be occasional reshuffling

to enéure homogeneity o% student groupings. The Display Sessicn,
as the label suggests, would give students an opportunity to use,
in a near-naturasl and congruent context, the linguistic structures
assimilated in the auto-tutorial sessions. In the first run MCEF
students would meet in groups of three on the average twice weekly

for 25 minute Display Sessions (see Diagram 1). Later, other
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possibilities would be tried out.
Display Sessions would be staffed by graduate teaching asso- .
ciates who, hopefully, would possess near-native fluency and accu-

racy but who would not be native speskers of French and who, opti-

mally, would have & knowledge of the structure of spoken French,
particularly as it applies to the teaching of that language to

Americen speekers. Display Sesgsion instructors would be closely

é ’ ' supervised and weekly staff meetings, as well as visiting of classes,
would provide some-in-service training; they also would attend a

brief one week orientation session prior to the start of each

. / ,
\ academic year. . /
2.323 Lectures .

The remeining period would be devoted to formal discussion of
lingﬁistic structure, culture, and civilization in a lecture session
attended by & group of 30 to 60 students. Although grammer and
culture would be presented inductively through dialogues, drills,
and narrative materigl, we belleve that the gecquisition of obJective ¢
attltudes toward languege, training in the systematic observation L
of lingulstic facts, and a formal introduction to French Eulture in
the anthropological sense are legltimate by-products of a basic FL

¥
course. &

2.4 The Design of the Experirent :
2.41 Questions g
The only part of the MCEF project at all amensble to controlled E

experimentation 1s the comparison of the overall proficiency of a
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éroup of students enrolled in the experimental MCEF course and that
of a comparable group enrolled in the conventional program. This
would give an index of the relative pedagogical efficiency of the
two treatments, although it must again be pointed out how difficult
it is to evaluate overall broficiency since traditionalists give
greater ﬁeight to reading comprehension and grammar-translation and
New Key supporters to comprehension and speaking proficiency. It
should also be borne in mind that the brimary objectives of the MCEF
broject were to assess the feasibility of institutiﬁg'at least a ..
partially self-instructional course in a large university FL depart-
ment and to find out in what ways it required modifications and
adaptations of current administrative brocedures. But if a par-
tially self-instructional course were to be considered feasible, it
should reasonably be expected to lead to student broficiency not
siéﬁificagﬁix.;gﬂgg than that achieved in the conventional program.

One of the important. questions the MOEF project sought to
answer was whether there would be any differences in the level of
Proficiency in FL skills between students enrolled in the two pro-
grams and to specify the nature of the difference: (1) auditory com-
prehension, (2) speaking proficiency, (3) reading comprehensioﬁl'(h)
writing.

A subsidiary question. that was asked was whether there would be
any differences in the leve% of proficiency between experimentsal
students assigned two different sets of required laboratory periods

and to specify the difference.
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Care would have to be taken to ensure that (1) students enrolled gz

in the two different programs and in the two different sections of e
the experimental program were comparable, (2) the teaching staffs of éj
the two programs were comparable with regard to professional exper- g?
ience and linguistic proficiency, (3) the instructor contact measured -
in terms of s student/instructor ratio was identical, (4) contamina- E}

ting factors were eliminated.

b and

2.42 Selection of Students

A group of 60 students, selected at random from the incoming

B0

Freshman class constituted the experimental group (EI)' Ahdther

group of 60.students élso selected at random and tobe taught by the g}
conventional method constituted the control group (CI)° Because of e
the complexity of the registration procedure at Indiana University Ej
and the numker of scheduling conflicts, it was not possible to use ;
random numbers or any such system in the assignment of students to %
the experimental or the control groups. Stgéents presenting them- g}

selves to the registration desk had their choice of any of the twenty
or so conventional and the two experimental sections then openo'

When Tive students had enrolled in any section, it was closed until

all other sections contained five students. All sections were then

opened to a limit of about ten and so on. This procedure incressed’

the length of time required to fill mm a .section, thus insuring that .
student preference played only a limited role in their assignment E;

and that all sections had roughly even alphabetical distributicns:

The randomness of the selection process was endangered by the fact
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that the Department of French and Italian insisted that the differ-
ences between the conventiongl program and MCEF be clearly pointed
out to prospective MCEF enrollees. After registration three conven-
tional program F1l01 sections--numbered sections 5, 10 and 15--were
selected to constitute the control (IC) group.

Students in one half of the experimental group (IEl) were re-
quested to schedule thirteen periods of lgboratory practice in
addition to the Display Sessions and the one beriod of Gremmatical
Analysis on the rationale that a student at Indians, University is
expected to spend a minimum of three hours in class contact and/or
outside preparation for each semester credit hour gwarded, the
instructor or the department reserving the right to specify in
what manner the student's work for the course was to be organized.
Students in the other experimental section gIEe) were required to
schedule only eight periods of laboratory practice but were encour-
agedvto arrange for additional labopatory practice hours on their
own and their attendance of these additibnal practice hours was
not to be checked or supervised.

It was expected that, due to various factors, of the 60 students
in IE,, IE2, and iC, only 48 would remain st the beginning of the
third semester (this does not include the "promotion" of the faster
students in IEl and IE2 who might have completed thecentire program
in fewer than three semesters). New experimental and control groups
(IIE;, IIEy, and TIC) would be selected agaln at random.

In the third year, the rémaining students in IIEl and ITE, would
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to be used to test the last third of the teaching program a second ij
time; new experimental and control groups of 60 each, IIIE;, IITEp -
and ITIC respectively, would be selected. L.
The table below summarizes the distribution of the student pop- ™
~ L
ulation involved in the project in both E and C groups; we retain
the convention of using & Roman numeral to refer to the year and an g}
Argbic nunber to sub-group, E 1 = 13 hours of scheduled lsboratory -
attendance; 2 = 8 hours of scheduled laboratory attendance., éﬁ
7
1st Sem-2nd Sem-3rd Sem L]
(ro1) (102) (203) m
IE] 30 IE] 24 IE1 15 }
IBp 30 IE; 24 IE; 15 -
RunI == =-=====«=---=- .
(ro1) (102) (203) B
) IC1 20 IC1 16 IC1 10 i
ICo 20 ICp 16 IC» 10
IC3 20 IC3 16 1IC3 10 &
(Lo1) (102) (203)
IIE; 30 IIE; 24 IIE; 15 -
1 IIE2 30 IIEx 24 1IIEs 15 Lj
FRunII 00 e e e e s ess .- -
(Lo1) (102) (203)
IIC; 20 IIC1 16 1IIC; 10
TICs 20 TICz 16 Iiflp 10
IIC3 20 I1C3 16 IIC3 10
(101) (102) f?
IITE} 30 IIIE; 24 -
IITEp 30 IIEEp 2k
Run ITIT S
(101) (102) b
. IIICy 20 ITICy 16
" ITIICy, 20 1ITICo 16 ‘{]
IIIC3 20 IIIC3 16 L
71
8
g
-
]
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L 2.43 Comparsbility of E and C Groups

During the first week of classes the Carroll-Sapon Modern

Lenguege Aptitude Test (MLAT) was administered to E and C students.

Students' high school grades were also aveilable. Both the MLAT

scores and high school grades were intended to check on the random-

ness of student selection and to allow the establishment of any cor-

rective factor which might be needed.

2.4l Instructional Staff

Display Session instructors were selected from graduate

assistants previously appointed by the Department of French and

)

Italian. No effort was made to select assistants with previous

teaching experience or professional training, but the Department

Wwas requested to nominate candidates with accurste pronuncigtion
Ej and a high level of proficiency. It was glso stipulated that pros-
bective MCEF Display Session instructors be favorably--or at least

~

not negatively--disposed toward the course.

i
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Notes

1
A first semester course, initiated by the primery investi-

gator and Professor Simon Belasco at the Pennsylvanis State Univer-
sity in 1959-60, where classes were reduced to twenty students and
where compulsory language laboratory work was required. This was
followed in 1960-61 by a modifieation of the conventional French
F101-FL02 sequence ot Indisne University: s pilot experimental
section of 30 students met in grammatical analysis sections two

Periods per week and in drill sections of 15 students three periods

ber week. Students also were encouraged, but not required to attend

the language laboratory seversl hours in addition to the two re-
quired periods.
2simon Belasco et al, "The Continuum: Listening and Spesking,

In Wo F. Bottlglia (Ed.), Current Issues in Language Teaching. A

Report of the working committees of the 1963 Northesst Conference

on the Teaching of Foreign Langusges.
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3. The Materials

3.1 Desidersta for Materials Suitable for Self-Instruction

The successful use of the language laboratory as a teaching
machine depends on the availability of pedagogical materials suit-
able for self-instruction. In this context, of course, the term
pedagogical materials refers not only to textbooks or other visual
presentation devices but to recorded programs as-well. Materials
suitable for self-instruction must conform to the following éri-
teria: (1) the terminal behavior attained by the correct use of
portions of the materials must be rigorously specified; (2) the
student must be trained and must be able to evaluate his 6wn res-
ponses; (3) the student must receive immediste reinforcement in
the form of an indlcation of the accuracy or inaccuracy of his
response; (4) the materials must exhibit a gradual progression of
small steps. Pedagogical materials that meet these cf?teria are

currently lsbeled programmed materials.

3.2 PFirst Version: MCEF 1

Uhfortunately,‘when we launched MCEF no programmed French course
was available and we were forced to devise our own. The materials
we first employed constituted an aaaptatioﬁ of a New Key type text-
book being developed by the primary investigator and Professor Simon
Belasco of the Pennsylvenia State University. This meterial presen-

ted the fundamental phonological and gremmatical features of spoken

A e
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TFrench, broken down into a graduated series of steps and accom-
panigd by congruent dialogﬁe and narrative material. The later
units contained a programmed spelling section which provided
spelling rules whose input was phonological and grammetical in-
formations original reading selections, graded with regard to
grammaticél and lexical content, provided practice in visual com-
prehension while at the same time giving information on France and
key aspects of French culture from the anthropological boint of
view. These reading selections were accompanied by extensive
writing exercises.

The firet set of materials, hereafter referred to as MCEF 1
(Maltiple~Credit Elementary French Pre-programmed materials, first
version), consisted of eight Pronuncistion Introduction units and
forty-five unite stressing grammer and vocgbulary acquisition. The
elght pronuncigtion units aimed at the acquisition of the fundamen-
tal features of French pronuncigtion, st the phonemic as well as at
the phonetic level, within complete senﬁ;nces; in other words, the
student was also expected to acquire fmench progodic fegtures. The
Pronuncigtion Intrcduction units consisted of two graded dialogue
sequences each followed by pronuncigtion drills. The dislogues were
very short, varying from féur to eight sentences, and were graded
with regerd to phonological structure. This gradstion was only par-
tigal, however, and applied.only to the vowelg, which constitute the
primary pronunciation problems for speekers of Americen Englishj no

implicit effort was made to order the presentation of consonants,
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although the first two or three units contain very few instances of
“the consonant /r/, for instance. The vowels were introduced as fol-
lows:
Unit 1 - /u i a/; contrast versus steady-state French [i u] and
" glided English [i¥ u¥]; precise timbre ofIFreﬁch (a)
and non-reduction of French (a) in positions corres-
ponding to English unstressed syllables;
Unit 2 - contrast French /&/ and /&/; steady-state French (&)
versus glided English [eVd;
Unit 3 - contrast French /6/ and /b/; contrast French steady-
state [8] versus glided English [o¥];
Unit 4 - contrast French /&/ and /a/;
Unit 5 - contrast French /b/ and /a/3
Unit 6 - introduction of front rounded series /it & /s
Unit 7 - introduction of nasal vowels /& & &/
Unit 8 - contrast of nasal vowels and sequences nonnasal vowel
+ nasal consonant.
We should like to point out in passing that the Pronuncistion Intro-
duction did not provide the complete inventory of French vowels}
the vowels /8/ and /&&/ were specifically omitted since their @if-
ferentiative function is very low. Pronunciation features were first
practiced in domplete sentenceg and then in drills, many of which |
involved minimal pair contrests, either French/English pairs or
ffench/French pairs.

Dialogues were presented in g nine-step sequence. In Step One
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the student listened to the dialogue spoken at natural speed by

native speakers; this step in a sense presented the student with

the terminal behavior he was expected to attain at the end of the

sequence. In Sted 2, Build-up Phase a, the student practiced the

dialogue, starting with constituent elements and progressively

building up the complete sentence.

In Step Three, Build-up Phase b, sentence partials and com-

T3

Plete sentences were matched with their English equivalents. The

technique generally followed was reverse build-up i.e., the right-

i

.

most element was presented first; but when this process interfered

with syntactic groupings, leftmost elements were introduced first.

We iilustrate with the second dialogue of Unit 3.

manteau cogt

votre manteau your cosat

beaucoup very much 3
J taime I like

jYaime beaucoup T like very much
¢ aime beaucoup votre manteau. I like your coat very much.

B
gcheté bought ]
avez=vous have you
1%gvez=-vous have you (it) g
1'gvez~vous acheté have you bought it |
quand when

Quend 1'avez-vous acheté?

When did you buy it?

soldes ) sales
deg s.ider the sales
gu moment at the time

Au moment des soldes.

dernier
le mois X
Le mols dernier?

At ssle time.
last

the month
Last month?
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G
4 dernier last
au printemps in the spring
) au printemps dernier last spring
&j Non, au printemps dernier. No, last spring.

In Step Four the student Practiced- complete sentences matched

by their English near-equivalents. At this stage it was assumed
g} that the student had learned the dislogue and knew the meanings of

sentence partials sufficiently well to recall complete sentences

when presented with their Fnglish glosses.
[] In Step Five the student was required to alternately play both

: roles of the dialogue and, so to speak, engage in conversation with

£

the voice on the tape. Part of this step consisted also of & com-
Prehension test wherein students were asked to provide the English
glosses of g list of French words and phrases.

In Step Six the lexical items éontained in the dialogue were

Permuted in simple substitution drills. We bresent an example from

] Unit 3:

- L'avez-vous acheté au printemps?

E} en hiver?

5 en &t&7

L

ilel?

E} le mois dernier?

) . au printemps?

3

It will be observed that the grading of the presentation of

{ .
t] Phonology was not perfect since in asddition to the alternation of
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/8/ ¢ /5 and [&/ 2 /&/ in their typical contexts, and the review
of vowels introduced in esrlier unite, the student was asked to use
in complete sentences phonologicsl features not yet drilled inten-
sively: nasal vowels, /r/, and /j/ + vowel sequences.

Step Seven started with s comprehension test where the student
Was required to provide the Englich equivalents of sentences i1llus-
trating constructions occurring in the dislogue, but exhibiting
vocabulary items from preceding units or the recombination drills,
Y- J

L'avez-vous achet® au printemps? -» Ltavez-vous achetd en sytomne?

J'aime beaucsup votfe mentean. - &'sime beaucoup votre camarade.
in the second part of this test, the student was required to treng-
late short phrages Ffrom English to French, e.g.,

yoar colat -3 votre menteau
- Llike - Jlaime

Starting with "hit Three, each unit also contained a Comprehen-
slon Drill {Step 8) Jesigned to train the student in understanding
material containing grammstical constructions and lexicsl items new
to him, but whose meanings might be guessed from assoclations with
previously learned French gramuatical constructi;;s énd lexical
1tems or Sbvicus English cognutes. We illustrate with the Compre-
hengion Drill of Unit Three:

"Listen tc tﬁis Following conversation and be prepasred to an=

swer questions sbout ite content. ou will hesr only two new words:

loué meening "rented"; sgain, loul, loud: situd meaning "situated"s
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Now the conversgtion:

You have rented a cabin ahd g friend of yours inquires about

Vous avez loué un chalet?

Oui, j'ai loué un chalet.

Quand, le mois dernier?

an, le prlntemps dernier.

Ou est-il 51tue9 -

Loin dtici.

Vous allez su chalet cet automne9
Non, cet hiver.

shall now ask you six'quéstions.

. : _ - AE§E§£;
Vous avez loué un chalet? (Oui, j*ai loué un chalet.)
Quand, le mois dernier? (Won, le printemps dernier.)
O% est-il situd? * (Loin d'ici.)

Vous allez au chalet cet hiver?(Oui, cet hiver.)

Vous allez au chalet cet (Won, cet hiver.)
automne?
Le chalet est prés dtici? (Won, loin dtici.)

If you cannot answer these questions with complete assurance

I

and without hesitation, do the Alternate Program; otherwise proceed

to Unit Four.

Alternate Program (Step 9)

Go back over the conversation again, then attempt to answer the

following questionse.

1.

2e

Vous avez loué un chalet? Oui, j'al loué un chalet.

Quand, 1'ét& dernier? - Non, le printemps dernier.
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. 3+ Avez-vous acheté un chaiéf? an;:j'ai loué un chalet.
1 b, FEst-il loin d%ici? = -Oui, il est loin d'icl.
5. O est-il situd? ' Loin d'igi.

6. Vous allez au chalet.cet &t&? Non, cet hiver.

The forty;fijfe,units of the materials proper followed the New
‘Key quite closely a7d shared the latterts formal separation of com- | 3

ponents (dialogues, pronunciation drills, lexical manipulation

- drills, grammar drills and explanations, 'com;prehension' drills.) They

-

differed from such mgterials as FSI Bagic French, Modern French, or

A-L M French by a more careful ordering of grammatical features and

by a more detailed analysis of single graimnatical points into small

steps. For instance, the presentation of numersls was spread through

five units. First "1" to "10", which chow complex form varistion

{eege, "6" L¢ monifected as [eif, [eis/, or /siz/ depending on the

&3

phonological environment), wers presented. [The following unit pre=

3

sented the forms for "L1" to "19", then "20" ts "69", "70" to "99",

and Tinally mmerzls "100" snd above. This progression was motive-

A

ted, for instance, by the fact that French numerals show four aif-
ferent patterns in the formation of the "-ties": (1) "20", "30",

"ho', "50", "61" are d=rived by adding the suffix /&t/ to bases re-

3 o3

lated morphophonemically to "3", "L", "5% 5 zng "6"; (2) "20" is
P

"
/v&t/ ~ [v&/, a form obviously unrelated t> /d%/ ~ Ja&z/; (3) "80"

L 098

is four-score, viz. quatre-vingte; (4) "70" ie "60" and "10" and

ll9oll iS "80" and "lO".
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Each unlt conslsted of a lO ~15 sentence dlalogue, rev1eW'pro- v

nunciation drllls, two grammax sections, and a comprehens1on drill.

In Units 16 through 25 the bronunciation drills were replaced by a

spelling programs; starting with Unit 26 a reading ‘selection consis-

ting of descriptions of Frahce and aspects of French culture and

£

‘accompanied by writing exercises was introduced. In the section

below these units will be discussed and 1llustrated in detall.

.

In the Dlalogue Exploitation Sequence the students flrst lis-

tened to a short dialogue which contgined instances of the grammar

m

features . to be drilleé in the Grammer -Sequence;. the following dia-

logue introduces verbs forming past phrases with &tre as auxiliary

(the more general formetion with avoir as auxiliary had been pre-

sented previously).

Unit 18 - Dialogue

STEP ONE - Dialogue for Listening
Je Tu es sortie dimanche?

M. Oui, et je me suis bién amuse.

Jd. Ah oul! Quiest-ce que tu. as fait?

M. Paul est venu me chercher vers 3 heures. Devine ol

on est alld?

Jde ne sals pas, raconte.

On a falt un tour'd Saint-CGermain.

b

de parie que vous étes descendus dans une cave.

Oui, histoire de voir si c'@tait bien.

Et ¢a tla plu?
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-

Tellement que nous y sommes restés.

Vous &tes rentrés tard?
PlutSt oui! On est parti & minuit.

Note the contrasts: tu es sortis, je me suis bien amusée, on

. ' °o. .
est alle, Paul est venu, vous Eteg descéndus, noug y sommes restés, = -

vous Etes rentrés, on est parti. versus tu as fait, on g fait, ca tfa

giu; on the one hand, and singular versus plursl and masculine versus

)

femipine forms of the pagt parﬁiciple on the otherof
Next the student was guided in the ;éyggggjggi;g:gg} of the

‘dialogue from syntactlc partials. First, the English cdntextual

equiv;lents were provided, tut were then removed in the subsequent

stepe.

SIEP TW. - Balld-Tio Fhase a

Aimnanche Sunday

sortie gme out

es sortie went out

tu es sortie you went oubt

Tu es sortie dimanche? —id you govout Sunday?

amusSe amused

guls amusée was emused

je suis amusle T am amused

je me suis amusée Z had fun

Je me suis bien amusée T had & lot of fun ,
Oul, &t je me suls blen amusf=. Tes, and T had a lot of fun.

fait done

ag falt . have done

tu ag falt you did

qutest-ce que what

Qutest-ce que tu ag falt? What did you do?

Al oult @test-ce que tu Ah, . yeisl What did you do?
as fait? '
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63.
Note that the uttefance'jg_gé;éuis’bien.amﬁéée is Built-up from
Jje suis amus€e and successive expansions by addition of me and bien

rather than from je me suls and blen amus8e since the former proce-

dure is considered to facilitate analogizing and independent use .of
the'structural and lexical elements presented.

When the students were able to provide.English and then French
equivalents immediately upon cue, they proceeded to manipulate the
syn@actic frames and.the vocabulary items including those of the
dia;ogue,asfwell as additional items which belonged to the éame lex-
ical field. The following'yMltigle‘§gg§3;§ggggg_pg;;;_startg from
the lastrsenténce of the dislogue and presents alternately -substli-

tutions which are to be inserted in the Subject .+ Predicate and

Adverbial Complement slots respectively.

STEP FIVE - Lexical Varlation Drills

Multiple Substitution Drill 3

On est parti.d minuit. We left at midnight.

On est rentré . We came beck at midnight.
tard. We came back late.
Tls ont téléphoné _ . They telephoned . late.
avent-hier. They telephoned the dey
before yesterday.
On est parti . We left the day before
yesterday.
& minuit, We left at midnight. -

The final step in the Diaslogue Exploitation Sequence consisted

of a set of questions on the dlalogue.
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STEP SEVEN - Que%tlons on the Dlalogge '

oY% est-ce qutils ont fait un
tour?

Est-ce qutils sont descendus dans
une cave?

Est-ce que ¢ t&tait bien?

Paul et Madeleine ont aimé
la cave?

Tls sont restés longtemps?

A quelle heure est-ce qutils
sont paxtis?
Tls sont rentrés t8t ou tard?.
' Est-ce gu'ile sont rentrés vers
onze-heures ou vers minuit?

Suggested Answer

Tlg ont fait un tour &
Saint-Germain.

Qul, ils sont descendus

dans une caves,
dui, ¢ tétait blen.
Oui, ils ont aimé la cave.

9ul, ils sont restés long-
. temps. '

Tls sont partis & minuit.

Tls sont rentrfs tard.

Tle sont rentrés vers minuit.

Cramusr was presented inductively in & three-step sequence. the |

student first performed mim*mem type Learning Drills, the grammetical

fegture which he had learned was then discussed in a Grammer State-

ment Secti.n and, finally, his control of the feature was rendered

automatic and tested by Practice Drille.

This procedure is illus-

trated below with the past indefinite (pased composé ) verbs selecting

Stre se suxilisry in Subject + Predicate + Adverbial Complement

sentences found in Tnlt 18.

Learning Zrill 1

T1 est partl ce matin.
71 est rentrs .
I1 est mort .
T1 est né .
Il est venu
Tl est sorti

o1 est retourn 5

Il est parti .

He left thils morning.
He came buck this morning.
He dled this morning.
Tie wag born thls morning.
He cawe thils morning.
Tie' went out this morning.
He veturned this morning.
He left this morning.




-

Learning Drill 2

Ils sont entrds par la fenétre. They came in through the
“window.
On est entré , We.came in through the
| window.
Elle est entrée . She came in through the
window. Ca
Tl est cntrd He came in through the -
. window.
Elles sont entrées They came in through the
, window.
Tls sont entrés | ‘'They came in.through the
window.

The Grammer Statement merely listed the verbs constituting the

class and discussed the feature of agreement (primarily‘orthogra-
phic) past participle-subject, The Practice Drills consisted pri-

marily of correlation and transformstion diills.

Practice Drill R - Correlation

Contrast . &tre /avolr
Confirmation

Nous avons t&1&phoné.

sortis. - Nous sommes sortis,
dansé, Nous avons dansé.
rentrés. Nous sonmes rentrés.
partis. Nous sommes partis.
nentl. Nous avons menti.
arrivés. ' Nous sommes arrivés.
travaillé. Nous avons traveillée

Practice Drill S - Correlation

Est-ce que vous &tes sortl & neuf heures?
dé jeund

Bst-ce que tu

partis

atterri

Est-ce que nous
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6. |

Est-ce que wvous - : ?
o3 o~ -
: X . arrive _ ?

Practice Drill U

Transformez au passé. composé.

nsc S o R oo

Exemple: Models Elle ne descend pas.
Students Elle n'est pas descendue. _
Model: Elle n'est pas descendue. E%
- I1 ne pleut pas. Il ntg pas plu.
Il ne vend pas son cheslet. Il n%s pas vendu son chalet. - %
Flle.ne va pac au chalet. Elle n'est pas allle au chalet. b3
Il ne ment pas. . Il nta pas menti.
. Il ne sort pas. © Il ntest pas sorti. -
‘ Elle ntattend pes le Elle n's pas attendu le E}
facteur. facteur. ?
T1 ne répond pas & ‘la Il nta pas répondu & la
lettre. lettre.

All Lesgrning and Practice Drills were four-phase. The student

was gilven a basgse utterance which he mimicked, then a cue which he sub-

stituted in the base sentence or which called for some gremmatical

manipulation. The student performed the substitution or the grammatl- ‘

cal manipulation and received & confirmation in the form of the cor-

e

rect response ;provi'ded by the model; the student could mimic the

correct response immedistely after the model., Fox example, Practice -

Drill S above is performed as follows.

=3

(3) Model: Egt-ce que vous &tes sorti & neuf
heures?
(4) Student: Est-ce que vous &tes sorti & neuf

jny
®
&
@
13
-
3

(1) Model Cues [detawné |
(2) Student: Est-ce que vous avez déjeuné % neuf
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- heures? .
‘Model Confirm;tion: . Est-ce que yous avez a8 jeund Y neuf
heures?
Student: : Est-ce que -vous avez déjeuné % neuf
heures?

(1) Model Cue: o [parti/
.ete.

As wae noted earlier the MCEF 1 materisls represent

an improve-
ment of current NéW'Kby-matgfial primerily by their;mofe\gradﬁal
presentation of grammaticai fegtures. CGrammaticel features, say,
the partitive apticle, the passé composé, were not introduced in
toto, but rather an effort was mades to analyze the feature .in terms
of & set of rules progressing from the more general to the more par-
ticular. ©No sttempt was made to present any feature exhgustively,
thereby elimingting many of the so=-called: "exceptions to the excep-
tions of the rule® from the syllsbus and avoiding~prdbiems of sty-
listic variations which, in our .opinion, should not be introduced
at the elementary level. We illustrate with the presentation of the
negatlive construction. In French, sentences are made negative by
the addition of the two-part adverb /nE...paZ/ to the verb core;
/nE/ occurs before end /paZ/ immedistely following the first filler
of the predicate slot,® or in other terms, |

. Neg - Negy + Negp

Negy = nE

Negp — paz
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Auvx + Negl,+'méé2 + MV - Ehgh'+ Aux + Neg2«+ My

Where Aux is auxilisry and MV is main werb,

The first 1éarning task' is the use of the appropriate allomorph
of the fifst negative element: /n/ or /noe/. Since orthographical
and phonologicallyAmanifest forms do not coincide, and since the
formér acts as a source of positive aqg hegative tran;fer, the gram-
matical presentation must consider both the written and phonologi-
cally menifest forms.

The negative transform'is presented in three steps. In Step
One the student is taught to insert the two~part adverb /n/ . . . /pa/
before verbs beginning with consonants and after subjects enéing with
a vovel. Eere /n/ is spelled ne:

Tu sals. - fu ne sals pas.
Tous comprenez. - Vous ne comprenez pas.
In Step Two, /a/ + « . /pa/, here spelled n', is used hefore

verbg beginning wilth s wvowel:

Jtel faim. - de ntai pas faim.
Il est Ffatigué. > Tl n'est pas fatigub.

In Step three, the student practices the /noe/ form which occurs

before verbs beginning with congonante and after words ending with._

consonants
Il comprend. - Il ne comprend pas.
buts On comprend. C e On n¢ comprend pas.

-
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3.3 Second Versions MCEF 2

While MCEF 1 materials provedvcompatible with partiél self-
instruction, their pedagogical efficiency left much to be desired.
We felt that the MCEF 1 units did not present phohological features
gradually enough and that the too rapid introduction of grammnay
patterns and vbcabulary interfered with the full assimilation of
pronunciation habits. Also, as is‘often the case when méterials
are prepared with a short lead-time, unexpected delays and diffi-

culties reduced the margin of safety and some units suffered from

- too hasty composition. In addition, the elimination of the lecture

sessions required that grammatical explanations be Presented through

the self-instructional materials rather -than by an instructor.

It was decided therefore to prepare a modified version, MCEF 2,
to‘be used with the E2 éroup in the fall of 1962. The MCEF 2
materials consisted of two parts: a Pronunciation Introduction
containing thirty units and a second-level set of sixteen units.

A Pronunciation Introduction unit typically contained five, sections.

&4
In the first part labeled Listening, the student was trained to dis-

criminate between French phonemes or between a French phoneme and an
English near-equivalent. For examplé;zconsider the Listening section)
of Unit 8: ‘

. Step 1. Listen to the followiqg examples of the phoneme /dé/.

deux
- noeud, etc.

T TR



Step 2. Now listen to these same examples, each preceded by s
French word containing the phoneme /&/. Listen for the
difference between the two sounds.

aé - deux
Y

né nosud

Ster 3. Now compare a French word with the phoneme /&/, fol-
lowed by one with the phoneme /of/, and finally one
containing the phoneme /u/.
aé - deux - doux

né - noeud - nous

Step Four of this section consisted of an Identification Test.
If the student failed to score 90% he was instructed to work through

the Listening section again, otherwise he proceeded to the Production

section. The latter contained fouerhase imitation drills and the
practice materizl consisted of one syllable utterances only. The
third section contained longer uttersnces and transformation drille
in which the student was expected tc manipulate the newly presented
sound feature in phrase-length ﬁtterances° This modification of the
presentation of prenunciation resulted from our conception of the
acquisition of pronunéiation habits in an FL as g four-level process:
(1) the acquisition of the perceptive "grid" of the native speaker
of the FL, e.g., for French, the ability to hear the geoustic dif-
ferences between /i/ and [t/ and [t/ and /u/; (2) the ability to
match the new acoustic image by making new articulatory adjustments;
(3) the integration of the newly acquired sound fegture in sentence

length utterances; (4) habit formation so that the accurate produc-

o d

o

3
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tion of the new sound feature becomes automatic in context.

In the fourth section, some grammatical function was attached

to the newly acquired sound feature.

Thus, in Unit 8 the student

learned that /& / before a noun and after /1/ cues masculine and

singular as opposed to fa/ which cues feminine and singular and

- /e/ (le]l or [e]) which signifies plural.

- The phonological featureseyof French were presented in the fol-

lowihg'order.3
Unit

1

o \n = W

10
Al

12

<

Phonological Feature

/a/; even .rhythm

/i/; intonation

[/

nonaspiration of /p t k/

/&/

/& /3 neutralized /[oe/

final 1

/3/

/4/

Grammgtical Function

feminine noun markers

singular versus plural
of =-iss- verbs

nous/vous

feminine singular versus

feminine plural

verb forms in /&/ versus
base forms, e.g., il

passe/vous passezs il
passe/il a passe

masculine noun markers

il/ils verb forms

locative au versus 3 laj
nos, Vvos




Fhonological Feature Grammatical Function
la/une; du/au
/&/ versus [&/ il(s)/elle(s)
oe/
/5/

present, passé composé
of Class II regular verbs

ons verb forms in -ont
possessive adjectives

present/past Class T (-er)
regular verbs

locative en

/1/ versus J1E/

un/une
final /r/ infinitive
medial /r/ Fature
[3ls [s3ls [s/ imperfect
versus [z
In the first four sections pronuncistion was practiced without
reference to meaning, although an effort was made invgrammatical
drills to use, whenever possible, lexical items presented in earlier
units and whose meanings were known to the student. Our experience

in devising suitable materials for MCEF progressively reinforced our

3 T 3

BE T3 oo




-t A ECH

v
N

T3

intuition that only if the material were mearingful to him, would
the student be motivated to use the auto-didactic sessions to best
advantege and to progress as rapidly as possible through the course.
Whenever pronunciation or gfammatical features were drilled inde=-
Ppendently of semantic content boredom set in and retention was wesk.
It is not surprising therefore that later MCEF 2 materials sre less
formal than earlier ones and contain fewer instances of g separation
between the two aspects of the linguistic sign, the phonologically
manifest significant and the semantic content, the signifif.

Thé fifth section of each MCEF was a dilalogue sequence very
similar to that of MCEF 1. The differences lay mostly in the or-

dering of the various steps of the dialogue sequence.

MCEF 1 MCEF 2
Step 1 Dialogue for Listening
Step 2a Build~ups French
Step 2b Builld-ups French-English Complete Sentencess:
French
Step 3a Complete Sentences: Build-ups: French-
French-English English
Step 3b Complete Sentences:
el French-English
Step 4 Directed Dialogue

Step 5a Questions on the Dialogue

Step 5b Comprehepsion Test

Step 6 Lexical Varistion Drills

Step 7 Tests English- French
g,




Th.
Step Ta ' (Alternate Sequence)
Step 8 ' Narration
Step 8a (Alternate Narra-
tion)
Step 9 Spelling Prcgram
Step 9a Spelling Test
Step 9b (Alternate Spelling
- Program)
Step Sc Dictation

In MCEF 2 greater emphasis was placed on comprehension by placing
the narrations within the diaslogue sequence. Starting with Unit 16,
the build-ups were reversed and English glosses were presented before
the student was asked to practice.ﬁhe pronunciztion of the sentences
of the dialogue. It was found that the studentts desire to know the
meaning of any French utterance he was asked to rexeat counteracted
the transfer of English pronunciation habits together with the mean-
ing of cognate woxrds. Since the conventional orthogrsphy codes both
sound and grammatical features it is more efficient to fix the asso-
ciation of written and spoken forms as soon as the latter have been
presented. The time lag between sudio and visual presentation wes as
brief as possinle and the association of sound and letter was effec-
tuated without the intermediary of a transcription, with the excep-
tion of the inltlel introduction of phonemes whose orthographic
representation is not consistent. The term "program” is used here

in a nontechnical sense for the Sp2lling ZProgram did not exhibit all

9 3
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the characteristics of programmed meterials. Let us illustrate with
representative sequential examples from the Spelling Program of Unit
10, which purports to teach several spelling rules.
Step 1. )
A final pronounced letter 1s generally spelled with the cor-
responding letter plus the letter e.

Now write the following words with a final consonant.

Recorded Voice Confirmation
/vip/ | pipe
[malad/, ete. malade

Step 2.
The congonant /s/ at the end of & word is generally spelled
;§§é’
/mas/, ete. masse
Step 3.

The vowel /&/ is often written &, Note the accent mark.

/béhé/ bébé
/pasé/, ete, passé

Step 4.
Final /&/ on the past participle is spelled -&.
[ilapasé/, etc. 11 a passé
Step 5.
Final /é/ of second person present verb forms, including
formal commands, is written ~-gz.

[tisé/. etc. tissez
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Step 6.
/va/ or [vuz/ meaning "you" which precedes second person
verb forms is spelled vous and is written as a separate word.
[azavé/ vous avez
[ralavé/, ete. vous lavez
An important difference between MCEF 1 and MCEF 2 materials is
that the latter is carefully graded and presented in minimel steps
at all levels: phonology, grammar, voczbulary, spelling. In the
following short dlalogue which appears in Revised Unit 11, only the
vowels /i u a & 8/ sppear repeatedly with single instances of
/& & &/, but occurrences of nasalized vowels of /U/, end@ of the

consonant /r/ have been eliminsted.

--0% allez-veus cet &t82 [ualévu s&tés]
--Chez nous, au Canada. /E&m bkanada/
--T1 falt beau 1'&t& 13-bas? [110€p814t8 labs/

~=0h, wuil Yous Connaissez le Canada? /&wi wukbnfsd lkaneds/

--AsEez peu. . [aséodd/

Gramuer was presentéd in terms of generative processes rather
than in terms of paradigms. Tor exsmple, the student was first led
to use present tense forms, derived from the bare stem without in-
flectional endings {/%dbn/, /tliddn/, /11d%n/), then to transform
these to the past (/¥ddn/ - /¥&dbné/) by the iInsertion and suffixa-
tion of /&/ . . . [&/ xespectively before being given the complete

present tense paradigm (/nud®m3/, /vuddng/). Productive grammatical
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features were introduced before residual ones. Forms of frequent

residual verbs (&tre, avoir, aller, faire, pouvoir, vouloir) were

introduced after the present and passé composé of the productive
-er end -iss- (e.g., finir) claeses had been assimilated; fre-
quent residual forms, however, were presented before the vous
and nous forms of productive classes since students were gble
to engage in natural conversation by using the tu and on forms.
Drill material was'also made more natural and progressive:
correlation and transformetion drills were replaced by response
drills which allowed the student to assimilate grammstical fea-
tures by responding to a series of related questions posed by
the voice on the tepe and usually referring back to situations
and using vocabulary presented in dialogues recently learned.

Compare the following drills, also dealing with passé composé

phrases constructed with €tre as auxiliary, wish the sequence

presented above in 3.1 (for the seke of brevity only one of the

eight items of each step is given):
STEP ONE -
Answer the questions in the past tense.

Models BEst-ce qu'il est parti ce matin?
Student: Oul, 11 est partl ce matin.
Confe: Oul, il 28t partl ce matin.

STEP TWO -
Answer the questions in the past tense.

Models Il est allé au cinfma. Et vous, est-ce
que vous &tes allé au cinéma?

Student: Oui, mol asussi, Je suls all® au cinéma.

Confe s Oui, moi aussi, Je suls allé au cindma.
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The two previous sets of drills are presentation sets and

were immediately followed by grammar rules and statements; thus
the dichctomy mim-mem learning drill and practice drill was

eliminated. The drill sets that followed the grammatical statement

became progressively more difficult and reviewed previcusly drilled

features.,
STEP FOUR -~
Answer in the negative.
Model:  Est-ce qu'ils sont arrivés?
Student: Non, ils ne sont pas arrivis.
Conf.:  Non, ils nz sont pas arrivés.
STEP FIVE -
) Angwer the questions.
Mpdel: A quelle heurs est-ce que vous Stes s11ds
. au bureau?
Studenté Nous sommes allée au buresu & deux heures.
Jon® . s Nous sommes allls au bureaun & deux heures.
STEP SEVENW -
Mpdels Mo soeur srrive ce solr. Et ta soeur?
Students Ma sozur est srrivie ce metin.
(Son:fe 2 Mg, soeur est arrivée cée matin.
STEP TEN -

Respond to the command.
Models Dites que vous €tes descendu au lsboratoire.
Student: Je suls descendu su leborstoire.
Conf.s Je suis descendu su laborstoire.
Except for the changes in the structure of the grammastical sectionq,
the 16 second-level units of MCEF 2 materials did not differ substantially

from MCEF 1 materials. In fact, the same narrstive and reading selections
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were utilized with only minor modifications.
MCEF 2, especially its 30 first-level units, represénted a

tour de force--admittedly not as brilliant and uncompromising as

F. Rand Morton®s Audio-Lingual Language Progremming (A.LeL.P.)
series. Morton and his associates refueed to introduce any meagn-
ing until the learner had demonstrated a high degree of control

over phonological features (both discrimination and production)

and could respond sutomaticaelly to grammstical features ebstracted
from meaningful concatenations. This attempt to dissociate the
expression level of languege from its content runs counter to

an experlenced teacherts intuition and, furthermore, the Skinner-
ian view of verbal behavior on which this attempt rests is challen-
ged by current theories of language and of verbal learning, notably
those of Chomsky end Miller respectively)*.At any rate, MCEF 2 did
not yield results drametically different from those obtained with
the use of MCEF 1 materials due to the fact that students experienced
boredom with the early first-level units and that the rigorous pro-
cedures and sequencing interfered wilth the seemingly multilevel
nature of FL language learning. It was decided to devise yet a
third set of materisls to be used with the ITIIE group sterting

in September 1963 which would replace the 30 first-level units

of MCEF 2 materlals. No USOE contract funds were availgble for

this purpose, but fortunately, an educational film producer, Suther-
land Educational Films, showed interest in a programmed French ?

course into which motion picture films could be incorporated and
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provided necessary development funds. These materials will hencé-
forth be labeled SEF (Sutherland Educational Films) materials.
3.4 SEF Programmed Materizls

SEF is a formally programmued course consisting of 841k frames
displayed ty a programmed wcrkbook and accompanied by thirty-three
hours of reco}ded tape. It 1s divided into twenty-two units varyiﬁg
from 41 to 812 frames znd from 5 to 187 minutes of playing time.
Strictly speaking, SEF is g linear program, but since students msy
be shunted to preceding steps in the program on the basis of their
perfarmance on criterion frames, and since some of the frames have
a loop structure, it may be congidered cyclical too.

A typical S unit consists of the following sections:

l. A dialogue spoken by nstive speskers at normal conversa-
tiongl tempo.

2. A varying nuiber of programued sets introducing new phono-
logical features, spelling rules, grammar pstterns, voca-
tulary items. The step-by-step progression exhibited by
these sets alsoy provides for the relntroduction of msterisal
presented in preceding units.

3. A second pragentytlon cf the dialogue following the pro-
gramied sets. Since the programmed sets force the student
to manlpulate the structures contained in the dialogue, the
former is, in effect, learned by the time this étage is
reached and the student's task is to recombine learned ele-

ments ints & complete dlalogue.

prav v
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4, Questions on the dialogue which employ structures unfamiliar
to the student but to which he can reply by incorporating
these new structures within his acquired repertory.

5. A comprehension drili consisting of a short narrative pre-
sented only by the recorded program and followed by ques-
tions in Bnglish to be answered in English; in later units
additional questions in French to be answered by choosing
.one .of several alternate written French responses are intro- ’
duced.

6. A final test consisting of a series of questions covering
all the material presented; these are to be answered both
orally and in writing and provisions are made to shunt the
student to the specific sequence corresponding to any ques-
tion which is not handled accurately or fluently.

SEF‘is divided inﬁo frames, sequences, sets, and units. A

i;ggg_provides g minimum of information and is composed of a stimulus

or a set of stimuli to which the student makes one or more responses,

and a confirmation. A sequence contgins gbout. thirty frames and pre-

sents related bits of information, shapes a desired set of new res-
ponses, and finally checks on the aequisition of the new responses

through the use of a criterion frame. Whenever the student fails

4

to give a correct or acceptable response to the criterion frame, he
is shunted back to the beginning of the sequence. We illustrate with
a reverse build;up sequence designed to train the student to respond

orally and in writing to the question Jacques habite-é_Nice?, itself
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an instan;é of the construction S(ubject + P(redicate) + A{dverb of
place) wﬁere A is filled by names of cities. Note that the student
must evaluate the correctnesé of the written énd oral replies as well
as the quality of his response. 'Th'e 'nu;fnlle\zf refer to units and
frames within each unit; the portion of the i?ame appearing in it~

alics is provided by the recorded program and is not seen by the

student.

l.44 Chorus only the snswer to the Yes
question. '

Did you chorus only the answer? No

Jacques hsbite 3 Nice?
Cul, Jacques hagbite g Nice.

f 1 1.5 Provide the missing part of : y

the answer. Write the vowel
sound of the part cof the
answer you say.

I
Jacgues habite 4 Nice?
Cul, Jacgues hablite _a_:,

/i/ 1.46 Provide the missing part.
Write the vowsl sounds con- [ /s ]/
tained only in the part of

the answer that you say. / P / /

Jacaues habite & Nice?®
Cul, dJacques

Conf.: hsbite & Nice.
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1.47 Provide the missing part.

/a/s [i/, Write the vowel sounds [ /s ] /s ]/
Il

/a/s /i/, | contained in the part of /
the answer that you say.

Jacques habite & Nice?
Loul,

Conf.: Jacques habite & Mice.

2

Vg
&d

| 1.48 Answer the question:
/a/s [af, /i/ -

/als [i/ - Jacques hsbite & Nice?

Conf.: Qui, Jacques hgbite & Nice.
Criterion Frame

Stqp your tape. Listén again to this last frame. Compare your
answer which has been recorded and your teacher's answer which is
always.on your tape.

Your answer was poor if it was: +too slow in its delivery, not
loud enough, or did not have proper rhythm.

Check one box below after each attempt.

1st attempt ond attempt 3rd attempt

GOOD [——7 Proceed to [/ 7 Proceed to [/ 7 Proceed to
: Unit 2. Unit 2. . Unit 2.

POOR / 7 Go back to [::7' Go back to [::7'Report to your
frame 16. frame 16. instructor.

Three or four sequences constitute a set. Sets also con-

taln two or three cyclical drill frames requiring only oral

responses and composed of ten transformaticns forming a closed loop;
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these loops are very similar to conventional pattern drills, but

they differ from these by the fact that the cuing of the transfor-

mation is generally visual rather than oral. Consider fbr in-

stance:?

Cadre Numéro 15.305

Answer orally. Work on this frame as long as necessary until

you can answer all the .questions without any errors.

1.

2e

Poris

?

A

(grands-parents)

(méze)

&

Conf.:

Confa:

Conf.:

Conf.:

Conf. s

.Conf's 2

Confee

Confas

Conf.s

Es-tu 2118 & Nice?
Non, -je suis allé & Paris.

As-tu une soeur?
Non, j'ai un frére.

Fst-elle fatisule?
Oui, glle est fatiguée,

Qui est 211& % la campagne
avec toi?

Paul est 2lld 3 la campagne
avec moi.

o4 es-tu allé samedi?
Semedl je suis allé chez mes
grands-parents.

4 est-elle allde hier soir?
Hier soir elle est allée chez
sa mere.

ier golr gvec gqui es-tu
reste a la melison? ,
B T e LY

Hier soir Jje suis reste a 1
masson avee Paul.

Avec gui as-tu regerdé la
television?
J'al regardé la télévision aves

Poul et Marie.

)
A -
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10, ° Elle a regardé la t81&vision
toute la soir€e?

Conf.: OQui, elle a regardé ia t814-

vision avec Paul et Marie.

S . CE———  annara.

A dialogue, several sets, and a dialogue utilization sequence

=-and in later units a éomprehension drill--make up a unit. The

progression of the student through a SEF unit is presented in sche-

matic form below.

Diagram 3 .
(a) Progression Through a Sequence
Frame 1

v

Frame 2

Frame 3
|
]
:

Frame 30

Criterion Frame
_ Unecceptable
‘ . Go back to the
Performance Acceptable beginning of the

, ' -+ sequence.
Proceed to Frame 31

GG G G G G S G G eSS G R G G N G duw G g PR G W S G W e .
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Diagram b

() Progression Through a Set
Sequence Sequence Sequence Oral
- A B - C --=--4 Frames
Dingram 5
(c) Progression Through s Unit
Dialogue Set Set Set | Dialogue
Iistening | = | Cne ] - |Two| - | Five| - | Listening
Directed Questiong Compre -
Dinlogue | = on -> | hension| - TEST
Lialogue

—

Lo

—

!‘_—«‘M .
s

3

33

D B

2

1

—
L

s
A student may work through the same sequence several times.
During hie first run through a sequence he is required to meke both
oral and written responses, except for presentation frames which
require only a written response. Turing & second or third run only
oral responses are required. This points up one of the wesknesses
of the program for as g student nears the end of‘a repeat run, his
learning is reduced and his motivation lags. The program could no
doubt be improved by providing second end third modes which differ

from the initial run in the number and character of frames; this

£ } 1

C3 ¢, &2 (O

would make SEF & truly cyclical progrem similer to Carroll's

g o i g i ey

ES &3 13
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Mandarin Chinese Progrem. The drill loops do not contain any
formel tests; the student proceeds to the next set only if he
responds with confidence to the material contained in the loop.

A "review" mode of SEF was in fact prepared by elimineting
all presentation framés from a sequence and it was tried out on
MCEF students who were still working on early SEF units in the
fall of 1964,

SEF contains a variety of frame types. A recognition frame

requires a simple written response such as cirecling a stick figure,
e transcripiion symbol, etc. Recognition frames usually pre-

sent information. Multiple choice frames require a choice on

the part of the student, generally expressed by cireling one of
two alternatives. Recognition and multiple choice fremes are
Lllustrated in the following sequence whieh trains the student

to produce an accurate steady-state French /&/.

Sound Discrimination snd Differentistion Sequence

4,31 Is thls a question? Yes

Annick est'las cousine No

4,32 Which utterance is the First
French for tist?
. Second
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4.33 French /&/ glides on. True
English /ey/ is short
( Sec;;£> and cut off. False
434 Which set of utterances First
is French?
Second

say, day, Jay
c'est, dais, jtai

The French vowel. sound
which gppears in this
sets

ctest, dais, jtal

is represented by /&/.
Cirele /&/.

k.36

Vhich French vowel
gound gppesrs in this
set?

folt, clest, mal

Wuich French vowel
sound appeers in

fut, su, lu

//

 ~pe

2 3

3

&3 O3

£33 4 3 3

3

i 3 3

§
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2 O

Identification frames require the correct identification of. s

transcription symbol representing a phonological feature or of g ' N

3 &3

grammatical form. We illustrate with the continuation of the sound

Production sequence of Unit 4 and a grammar sequence teaching the

alternation'between the two forms of the equivalent to "is"s

/8] ~ [t/

&3

h.43 Answer this question. Put
one dash for each syllable
in your answer.

3

Annick est la cousine de
dacques ?

—s
L S

~ Conf.: Oui, Annick est la cousine de
Jacques.
{] hohh Listen to this utterance / /] /
: —— e e as many times as you wish.
Write the vowel sounds which / /] /
E] — e —— e appear ins
" >/
' — Suzy est la cousine ge
f] Jacques. / /s / /
[} /s /1/ h.b45 Answer this question.
/é/, /a/ Suzy eet la cougine de
- =
Jacques ?
L fl, 14/
f] /6é/: /3/

‘ Conf.t GQui, Suzy est la cousine

s e nmg Ao s am S5t et e o o

L i s B ol S e e
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Morphophonemics Sequences est

8.41

Say and write the French
for tist,

Does the French verb est
sound exactly alike in
Jacques est 13 and Jacques

est ici.

Does 13, the French for
'there?, begin with a
vowel or g consonant sound?

8 consonant

Does ici, the French for
*here?, begin with a vowel
or a consonant sound?

The French verb est has two
forms--/e/ used befor: &
consonant and /et/ used be-
fore a vowel.

Which form of the verb est
do you use before ici?




What is the French for t'is
here'? Write the consonant
that you pronounce before
dci.

The French verb est has two
forms. [e/ is used before
al

consongnt

The Frénch verb est has two
forms. /et/ is used before
as

Answer aloud gnd write out
your answer.

Qui est 147

Conf.: Jacques est 13.

Jacques est
13.

8.53 Answer aloud and write out
your answer.

oui est ici? A

Conf.: Annick est ici.

8.54 Answer aloud and write out
your answer.
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Suzy est &
la cave.

STOP YOUR TAPE, Switch to listen. Rewind enough tape to be
able to listen again to this last frame. Checks: 1) speed,

2) rhythm, 3) spelling.’

lst attempt 2nd attempt 3rd attempt
1.2 3 Proceed to 1.2 Proceed to 12 Proceed to
cood  [7/7] freme 55. [/ frame 55. frame 55.
12 10 tack to 1 2 3 Go back to 12 Report to
POOR [/ / 5 frame 36. [/ / // frame 36. Z:II:Z§7 your in-
structor.

Switceh vack to record.

Spelling frames require the student to respond by using letters,

groups «f lettars, or complete words and sentences. These frames are
pregented in closed sequences and exemplify g heavy use of prompting
aad vanishing teshniques. Ncte that there i1s constant associstion of
vral wnd weltten confirmations which are held to be mutually rein-
foreing. It should zlso be pointed out that spelling frame sequences
seldom eln at teaching single lexical items. They attempt to lead

to the sssimilution of generalizeble rules which can be applied to
new meterial. Hare the rules that sre programmed are: (1) final
Pronounced consonants are spelled with the corresponding consonant
letter + -g and (2) intervocslic /-z-/ is spelled fs-.

Spelling Sequence

5¢53 Write the vowel sounds.

[ /s //

cousine

< e,

WL TRy




5.54 The /z/ sound between two
M/, i/ vowel sounds is written s. Ju/ [z/
Write s.
/i/
cousine d
5¢55 Cousine
& The vowel sound ou is
spslled ou. Copy the
s missing letters and repeat. ¢ _ _ sine
cousine
5.56 Write the missing letters
cousine and repeat. cC_ _S ne
cousine
5.57 A /z/ sound between two True
cousine vowel sounds is written s.
' False
5.58 Write the missing letters
and repeat. c__ _ _ne
cousine
559 Write and repest.

cousine

MR 2Er o Ao
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Translation frames require the student to translate orally and

in writing from French to English and vice»versa."_In'FrenchfeiEng-

| lish translation frames the English gloss should be consideréd a

cuing device designed to call forth a French utterance rapidly and

-

economically. Question frames require both oral and written res-

ponses. These frames constituted the greater proportion of SEF.
These last two types of frames as well as prompting and Vanishing
techniques and the ordering of steps are illustrated by two differ-

ent sequences, one dealing with the integration of phonological

"features--in this case the nonaspiration of /p t k/--within com-

blete sentences and the other with the contrast between several
types of verb phrases hinging on the phonemic oppositions /a/, /&/,
/é/-

Pronunciation Practice Sequence

13.282 The /[p/ of pere is not
. followed by any:

13.283 Repeat le pére de Jacques
aspiration and write le pére.

®
L

3
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f . 13.284 Answer aloud and write out
' le pere your answer.
| ,j Connais-tu son pere?
5
b
- N ¥ Conf.: OQui, je connais son pére.
Ny
f }3 13.285 Answer sloud and write out
Oui, je ¢ your answer.
conngis
. 8
son pére. Connais=-tu le pere de
. Jacques ?
)
v
m 8
\ Conf.s Oui, Jje connais le pire
£ de Jacques.
:"‘.I
f? 13.286 Answer aloud snd write out
= ul, je your answer,
connais
- 8 -
T le pere Veux-tu ton couteau?
td de Jac-
ques.
£y
Conf.: Oui, js veux mon couteau.
2%
13.287 Answer aloud and write out
* : Cui, Jje your answer.
iJ veux mon
- <
- couteau. Xl passe le couteau & son
“
pere?
Conf.: Cui, il passe le couteau

Cui,
- §
& s90n pere.
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Oui, il
passe le
couteau &
son pere.
Grammsr Practice Sequence
13.369 Answer aloud and write out
your answer.
Vas-tu pécher?
Conf.: OQui, je vais pécher.
13.370 Answer aloud and write out
Oui, Jje your answere.
vaisg
pécher. Veux-tu pécher?
Conf.: Oui, je veux pécher.
13371 Answer aloud and write out
oul, Jje your answer. '
veux
pécher. Veux~-tu Jjouer au tennis?
Conf.s Oui, Jje veux jouer su tennis.
13.372 Answer aloud and write out
OQui, Jje your answer.
veux jouer
au tennis. Vas-tu jouer au tennis?
Confos OQui, je vais ,jouer au tennis.
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13:373 Give the French for
Oui, *je 'T want to play tennis.'
vals jouer
au tennis.
Conf.: dJe veux Jjouer au tennis.
13.374 Give the French for
Je veux 'I am going to play
Jjouer aut tennis.'!
tennis.
Conf.: Je vais Jjouer au iennis.
Je vals
jouer au
tennis.
13.389 Answer aloud and write out
your answer.
Qui hsbite & Nice?
Conf.: Jacques habite & Nice.
13,390 Answer aloud and write out
dacques your ansver.
habite & ‘
Nice. Qul ve habiter & Nice?
, Conf.: Suzy va hebiter & Nice.




13.391 Answer aloud and write out

Suzy va your answer.

habiter &

Nice. ui veuk habiter
a Nice?

Jonf.: Paul veut habiter 3 Nice.

13.392 Answer aloud and write out

Paul veut your answer.
habiter &
Nice. Habites-tu & Nice?  Vichy

Gonf.s Non, j'hsbite & Vichy.

Non,
Jthatite -
& Vichy.

Althoifgh SEF frames contain oral confirmations and require oral
responses on the part of students, we should like to point out that
only written responses can be truly reinforced. For the reinforce-
ment of oral responses we rely on the student®s own evaluation and,
indeed, one of the terminal behaviors of SEHF is precisely training
the student to judge his oral responses accuratexy? While SEFt!s pri-
mary objectives are accuracy and fluency in spoken French, written
responses have been used throughout because they can be more surely

reinforced and becsuse by means of a gradual build-up they became

secondary reinforcers for oral responses.
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Notes
1 ' -
See Carrcll, John B., A Primer of Prcgrammed Instruction.

. Internationsl Review of Applied Linguistics, 12115-141 (1963).

gMaterials available through the Language Development Branch,
" U. S. Office of Education and from University Nﬁérofiim; Ann Arbor,
Michigan.
3For a detailed analysis of spoken French grammatical features,

see Albert Valdman, Applied Lingnistics - French. Boston: D. C.

Heath, 1961. , -

hSee particularly Nbém Chomsky ‘s review of D, F. Skinner's
Verbal Behavior, Lan e, 35: 26-58 (1959).

5The efficacy of discrimination training in the acquisition of
pronunciation habits and sccurste self-evaluestion is demonstrated
in Henning, Willism A. "Shoneme Discrimination Training and Student

SelfiBEvaluation in the Tsaching of French Pronuncietion". ¥npublighed

Ph.D. diseertation, Indiana University, 196k4.
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4, Auto-Tidectic Component

Langusge Laboratory Facilities

Multiple Credit French auto-didactic sessions were conducted

in g thirty-six position language lsboratory during the first year

of the projezet and in a twenty-seven pbsition lab during the re-

maining two years. Both labs contained similar equipment except

that the larger one featured Viking 76 and the smaller lab Viking

85 %tape decks. The egquipment of both labs was installed in the

summer of 1960,

L.

2o

3.

Fach student position was equipped as follows:
A Ulevite-brush Model EA200 heedset (high impedence crystal
with a frequency range of roughly 100 to 5,000 cps).
An Electro-Volce Model 727 omni-directional ceremic microphone
(frequency response 60 to 8,000 cps).
Viking 76 or Viking 85 tape deck with student amplifier built
by Magnetic Xecording Industries. This is the old MRT model
68 amplifier with some special modifications designed to
improve its performance, At the time of the original in-
stallstion the contractor agreed that eqch unit would be
wired and adjusted to meet the following realistic, measured .
specificationss

&) A frequency response 100 to 5,000 cps + 2 db with

optimum bias adjusﬁment;
b) A harmonic distortion not to exceed 5% at maximum re-

cord level or 3% at 3 db below meximum record level;
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c) A signal-to-noise-ratio at least 35 db over specified
frequency renge 100 to 5,000 cps.;
d) Wow and flutter, peak to peak not to exceed .5%.

These are the agreed specifications which were actually met by
the equipment at the time of installetion in 1960. Electroniec per-
formance of the units during the time the Multiple Credit French pro-
ject was carried on was presumably somewhat inferior to these figures.
No figures were given or measurements taken for intermodulation dis-
tortion or crosstalke.

The student amplifier and controls of this system were designed
to provide for true dual-channel operation when the student used a
prerecorded tape with the tape deck. This means that the master
track of the student tape could not te ecrased Juring opération and
that the record-listen switch on the amplifier panel allowed the stu-
dent to play back his own responses while listening to the master
recording. He could also record his own voice and, while pleying it
back, compare nis production with the master recording. The system
provided for the following student operetion cycles: (1) listen to
mester recording and record student voice; (2) listen to master
recording and student imitation for comparison; (3) listen to master
recording; then erase and re-record student voice. Figures 1 and 2

present rough sketches of the student tape decks and major controls.
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4,2 Evaluation of Facilities

h.21 Student Positions

Tﬁe design of the student booths left_very'much to be desired.
The overall dimensions of the booth were greater than necessary and
the’booth'itself wag distractingly noisy que to the large surface of
sheet metal below the student desk and the sliding side and front
panels. The horizontal mounting of the tape deck and amplifier con-
tral panel resulted in an uneconomical wuse of the desk surface and
the students had little working area or storage space for the books,
syllabi, and other material which they were required to use during
their auto-didactic sessions. It would have been much more conven-
ient had the tspe deck and the amplifier control panel been mounted
on the front of the booth et a rational slope off vertical. Thia not
only would provide & better view of the equipment and meke for greaver
ease of operetion and manipulation, but it would also leave an en-
tirely clear worklng and storage ares. A better insulated booth
would meke poselble low:r front and side penels and would meke it

unnecegsary to install nolsy moveble panels.

h.22 Microphones end Headsets

The microphones used were too sensitive and had an omni-directional

pickup pattern. When they were recording, students not only plcked up

their own voices but also those of other students and anbient nolses.

The programmed materials employed required the students to respond orally

into the microphones at all times whether they were recording their volces

for comperison with the mester recording or only monitoring their res-

ponses with the gid of the audiomctive earphones. Because of the micro-

phone's sensitivity and wide range of pickup pattern, students had
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difficulty evaluating their responses and Wére distracted by the
external noises and classmates' recordings superimposed on their
own voices.

A more suitable microphone for Multiple Credit French auto-
didactic sessions wguld be a uni-direétional (cardioid), cloée-
talking microphone. 8Such a microphone would have & controlled
sensivivity and a pickué pattern which favors the individual stu-
dent®s voice and tends to reject extraneous noises.

Another undesirable feature of the microphone utilized was
the fact that it constituted a separste unit directly connected
to the amplifier control panel by a cord and resting on the stu-
dent desk rather than being part of an earphone-microphone headset.
To eliminate part of the ambient noises and to insure a consistently
high volume, but at the same time to avoid breath noises, the stu-
dent was required to hold the microphone againet his cheek with the
pickup face of the microphone close to his mouth. This procedure
left the student with only one hand free to operate the various
controls on the amplifier control panel and tape deck and to write
down required responses. Le was also forced to assume a very un-
comfortable working position which increased mental fatigue. Stu-
dents also tended to pull nervously con the connecting cord.and the
latter yielded to the pressure gt critical times, when the student
was recording an oral examination, for example. The use of a com-

bination headset-microphone would have eliminated most of these

problems and permitted the students to work more efficiently and
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more comfortably.
In-a language lab acoustic isolation of individual student

positions is provided by the earphones rather than by treatment

of the panelg of the booth itself. The design of the earphones
and coupling headband is extremely important. The earphones used

provided very little insulation and were not particularly comfort-

able. This lack of proper acoustic isolation again made for less
than adequaté working conditions and compounded nervous fatigue.
It also reduced the reliability of spoken proficiency tests;
e.g., in the MLA Speaklng Test the response made is rather slow
S0 students were able to w1thhold a spoken response until they

had the opportunity to listen to classmates! answers.

4.23 Tape Deck and Amplifier

Of the two tape dzcks ﬁséﬁ"by Mulﬁiple,Cred%t French stu-
dents, the Viking 76 was less than adeguate from several stand-
points. Chief among these are absence of true fast forward
setting and noisy, vfbrating operation. The Viking 85 (now 86),
although not perfect for our needs, has proven itself to be
rugged and dependable, g very good choice in its price bracket
for installations with a high degree of student utilization.
The controls of both types of decks were quite unsatisfactory.
The programmed materials used required the student to back up
frequently, most of the time to the preceding frame only. For
both the Viking 76 and the Viking 85 tﬁis required two manipula-

tions: turning the control knob to the rewind position and back
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to the play position. More often than not, the student rewound the
tape beyond the frame not fully learned and had to listen to material
he did not need to review. A more efficient system of controls

would consist of a single lever with separate rewind, backup, play,
and fast forward positions or s pusk-button system providing for

the same features. The stop position should be activated by a Ffoot
lever rather than by manual operation, thus leaving the student one
hand free for writing responses.

.2l Qverall Layout

As'an experimental program Multiple Credit French attracted
much interest and auto-didactic lab sessions were often visited by
outside persons. It was also necessary for the project supervisor
and Display Session instructors to observe the work of students
frequently and to consult with the lab monitor. In both of the
labg utilized, the console was not isolated.from the student booths
and the sessiong were not truly auto-didactic since students were
always aware of the presence of persons who wWere quite obviously
observing them at work and evaluating the quality of their respon-
ses. For msny students the constant visible reminder of Fhe fact
that "big brother"” was watching constituted s, disturbing and inhibi-
ting factor. In the case of the smaller, more adequately equipped
lab, these problems were increased by the complete lack of physical
separation between the console and the first row of booths. Tn &
better designed lab the console should be located at the back of the

room so that the students are not facing the monitor, or it should

e e e e e eovt g gy - 5+ vapetgomg ot 37t e - IRTPE 1 e e o et it B e e e pomie
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be separated from the student booths by a one-way glass partition
that would meke it possible for the monitor, supervisory personne]w
and vigitors to observe the students at work while, at the same
time, insuring that students would not be acutely aware of a pre-
sence mediating between themselves and the recorded auto-didactic
program.

L.25 Maintenance

Quite consistently, from ten to twenty percent of the student
positions were inoperstive and defective equipment either rémained
without repair or was servieced in such a hasty and temporary fashion
that malfunétions re-occurred with high frequency. This problem was
particularly a:ute in the 27 position lab in which up to 27 students
might have been scheduled and where no spare positions were avail-
able. -n addition, the work of Experimental Groups E; and E, was
interrupted for a period of three weeke in the fall of 1962 by a
transfer of the 27 position lab, which they had been using, to
another room.

4.3 Effect of Short:omings of Langusge Laboratory Facilities

The use of programmed materials and of self-instruction re-
quires langusge lab facilities equipped with components capable of
yielding a high level of frequency response and designed to provide
the student with as pleasant and as noise-free a working environ-
ment as possible.

Our dependence on the recorded program and the presentation de-

vice for guaranteeing that the experimental students consistently
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discriminated and differentiated functionally relevant sound differ-
ences in the target language and, if possible, scquired the main
phonic characteristics of the French articulatory set made it imper-
ative that the electronic components meet, at the very least,
nationally recognized minimum standards of frequency response.
Hayesl suggests the following minimum standsrds of frequency: from
60 to 250 cps intensity should be attenusted to prevent masking of
higher fiequencies while, at the same time, making possible natural
speech; from 250 to 6,000 cps maximum variation of + 2 db with a
flat slope and peeks or valleys not exceeding 1 db; 8,500 on rapid
attenuation. It will be noted that the manufacturer, upon instal-
lation of the equipment used, guaranteed a frequency response of
100 - 5,000 cps & 2 db and made no statement with regari to fre-
quency response at the lower and upper ends of the sound spectrum.
Since it is generally believed that phonologically significant in-
Formetion ir contsined between 250 and 8,500 cps, the facilities
available to MUEF were quite inadequate for the presentation of
materials designed to lead to the wu~quisition of accurate pronun-
ciation habits. For instance, the nasrrowness cf the spectrum re-
produced by the electronic system made it difficult for the gtudent
to positively identify the fricatives /€ s £ ¥ z v/ and to disecri-
minate between the voiceless stops /p t x/. Of equal or greater
pedagogical consequence was the distorted and unnatural quelity of
the speech transmitted by the system. DNasal vowels were particu-

larly affected and the contrast between them and non-nasal vowels
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=-80 important in French--was greatly reduced; the fricatives /s/
and /z/ sounded lisped.

The role of pleasant-sounding and natursl speech in foreign
language learning has not been studied objectively, but it is our
opinion that these features of recorded brograms play an important
Part in the learning process. There is no doubt that only if the
quality of the sound is pleasant will the student listen to it for
long periods of time without irritation and mental fatigue. Nor
can it be denied that recorded materials are used most efficiently
when the learner is shielded from externsl snd system noises gnd
when he ie provided with as pleasant as bossible a working eﬁviron-
ment.

Not only should a language lab be we11~eéuipped but attention
should also be paid to such factors as lighting, air conditioning,
and layout. Finally, it is widely recognized that language is in-
timately related to the culture of g speech community end that
abstracting speech from the normal communication situation deprives
it of meny of ite supporting subsystems (paralanguage, kinesics,
ete.) Certainly msny of these supporting subsystems are, at

least fedundantly, encoded in the sound wave and must be presented

to the learner undistorted and with all of their acoustic sttributes.

k.3 Auto-Didactic Activities

L.31 Library System

Studente were provided completely free access to the pfbgrammed

materials in the language laboratory, not only at regulerly scheduled
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practice hours but also throughout the day, if space was availaeble,
or during evering hours. F1l02 and F203 students who were prevented
from attending all the scheduled lab practice time were glven the
opportunity of making up sbsences in this way .

Scheduled practice sessions were supervised by lab assistants
provided by the Audio-Listening Center. These assistants were
usually advanced undergraduete students or graduate studente with
a high level of proficiency in at least one foreign languege,
though not necessarily in French. During the first year of the
experiment lab assistants were selected and supervised by MCEF
staff members and they were given special training end orientation.
However, they tended to interfere too often with the students?
audo-didactic activities and felt compelled to give explanetions
which, when not downright inaccurate, were confusing or unnzcessary.
Subsequent lsb assistants only performed custodial functions
similar to those they would perform with any other group of students“
using the Audilo-Listening Center's language laboratory facilities:
assisting students in the operation of equipment, repairing minor
malfunctions, checking attendance, ete. Although attendance was
always checked during scheduled lab practice hours and students who
practiced during other hours were required to obtain official testi-
mony of attendance, lack of assiduity was not taken into consideretion
in the determination of grades or the granting of credit. Attendance
figures served only as data in determining which factors played a

significant role in the acquisition of proficiency. It became very
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soon apparent that the number of hours of auto-didectic practice
did not bear any direct relation to the level of proficiency
attained.

Tape reels containing the recorded program were stored on
open shelves in the language laboratory used by MCEF students.

Most »eels contained from fifteen to twenty minutes of material,
with the exception of the review loops %hich’were congiderably
shorter. At the beginning of a practice session a student selecéea
the appropriate tape reel, pook it to his.position, and proceeded
to work. He could change tape reels whenever he chose. MIEF4
and MCEF, materials contained extensive sections which required
exclisively eudio-lingual practice, but the SEF program required
the stident to provide an oral as well as a written response for
most Trames. .nly "nit Tests were presented from the mester con-
gole and the student had no control over the tape reel conteining
them.

Auto-didactic prectice was interrupted only by occesional spot
monitoring by menbers of MVEF or outsidGe observers. Except am.early
stuges, when students were acquiring pronunciation heblts, the
monitoring was unobstrusive and seldom were students corrected or
given additional guidance. Some instructors noted student errors
and presented short remedial drills at the beginning of the following

display session.

4.32 ‘Transeript of Auto-Didactic Practice

We provide below three excerpts of individual student language

leboratory practice sessions. The selections are from Unite 16, 14
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and 11 In that order and show the type of oral response that can

be expected generslly from excellent, good and.ﬁediocre students
respectively. A variety of inaccurste responses are exhibited:
failure to respond, errors in identification and interpretation

of situation, e.g., echoing moi instead of providing the response
toi required by the siﬁuation, grammgtical insccuracles, and pro-
nuncigtion errors involving failure to diseriminate or differentisate
phonemic contrasts as well as poor control of subphonemic or pro-
sodic features.

The material enclosed in the frgmes corresponds to the in-
formation that appears in the student workﬁooko The underscored
msterial is presented by the recorded program; the materisl in the
central box is the stimulue; the material contained in the box to
the left is the confirmstion of the praceding frame. All the mater-
ial that appears in confirmastion boxes is'pmesented visually to the
student but only when it is underscored is it also given as an
euditory confirmetion. The student response appears below the
central box with accompahying notes where necessary. When pro-
nuneigtions oceur in the student rasponse they are indicated approxi- ;
mately by the use of transcription; {...) indicates a hesitation
pause, (¢s00.) indicates that the student failed to respond at all. i
Stimulus preceded by conf. Indicates that phe student responded

only after hearing the confirmation.

.
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Sample No. 1

3

Unit 16 - "A"-level student

16.1 Answer sloud and write out
your answer.

#
&

Va-t-elle Jjouer au tennis
cet aprés-midi?

Oui, elle va jouer au tennis cet aprés-midi?

Oui, elle va | 16.2 Answer aloud and write out VZ
Jouer au . your answer. U
tennis cet :

aprés-midi, A-t-il joué aux cartes?

Cul, il a joué aux cartes.

g

tal, il g, 16.3 Answer aloud and write out
Joue sux your answer.
cartes.

A-t-elle joué sux cartes avec
»  Sa sogur?

Oui, elle a joué aux (/kext/) avec sa (/scex/)

Note:  (/%/ refers to a voiceless velar fricative
,}m/aquced with much mor§ friction than French
r/)

Oui, elle & | 16.4 Answer aloud and write out B
Joug aux your answer. _
cartes gvec R @
s, soeur. As-tu Jjoué au tennis ave :
ton cousin? , ‘
Oui, jfal joué ...au tennis avec +..m...mon
cousin.
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Oui, jlai
joué au
tennis avec
mon cousin.

16.5 Answer aloud and write out
your answer.

LY . N 4
Ton pere a un invite.

Oui, mon (/pex/) a un invité.

Note:  Stress-rhythm on un invité is not quite right.

Fremes 6 to 15 introduces the lexical item sa femme and includes a

spelling sequence; the student has chosen to phonate even when not

specifically required by the program.

Oui, mon
LY
pere a un
P 4
invite,

h\

16,6 Sa femme est ici. [ /s ]/
Sa femme means this wifet.
Write the vowel sounds of:
sa femme

sg femme

" Jals Jaf

16,7 What is the congonant sound [/
in final position that you
hegr in:

58 femme

sa femme (with distinct release of final /m/)

/n/

16.8 Write the vowel sounds ofs /
Sg, femme est ieil. / ;, / /,

-

Se, femme est ici. |
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/a/s [af, 16.9 Say and write the missing /- /s /- _/
/e/s [if, syllables that you provide.
/sa fa mé .../

/i si/

[t i/, /e i/ |16.10 Say snd write the missing /1 /- /s
. gyllebles that you provide. /_ _/
/82 £2 ooo

/mé ti si/
/me/, [t i/, |16.11 Sey and write the missing [ L]/
s i/ . ’ 7ylla.bles that you provide. /——/ : /——/
-E_’:_b;;'_ oo0ae .

/fa mé t1 si/

Framze 12 to 15 inclusive ave designed to teach the spelling of femme.

s |16.12 Copy sa femme and repeat.

i

=

=)

Q Q)]

g, femme

sa femmel|lb.13 Write the English fors
Ba femme

his wife 16.14 Write the missing letters f e
and repsat
Sa femme

gg femme

Full Tt Provided by ERIC.
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- .
s a 16.15 Write sa femme and repeat. _
femme e —
e | sa 16.16 Answer aloud and write out
femme your answer,
4 Tes grands- arents ont un
= oo : ou deux 1nvites?
wd . |
m\“? . . ‘ =1:-L
* i B ’ 0) ‘ . . »
i . Mes grands-p(/#/)rents ... ont deux invit&s.
i e Note: /%/ denotes a reduced centralized vowel such
Ny " as is found in the last syllsble of English
sofa. The vowel of deux is intermediate be-
o tween /5/ and /u/ so that out of context one
. might interpret douze invités.
o
b Mes grands- 16.17 Answer sloud and write out
i parents ont your answer.
deux invités. Sa femme est-elle ici?
&
4 ' Oui, sa femme est ici.
G
) | Oul, sa 16,18 Answer aloud and write out
A femme est your answer.
o ici. Son mari est-il ici?
B
""j . . . - .
Oui, son (/maxi/) est ici. ]
1
» . .
ot Oui, son 16.19 Answer aloud and write out
mari est your answer.
R . Py . o = [ 4
N ici. Sci: mari est-il occupé?
p j
] Oui, son mari est occ{/u/)pé.
b’ﬁv
"
I e e ————
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est ame-
ricalne.

your answer.
V'd
Elleg sont occupees?

118.
Oui, son 16.20 Answer aloud and write out
mari est your answer.
occups . Sa femme est-elle occupée?
Oui, sa femme est (/&t/)...occupée.
Oui, sa 16.21 Answer aloud and write out
femme'es your answer.
ST ——— - P . -
occupee . Sa femme est-elle américaine?
Oui, sa femme est améri(/ki¥n/).
Oul, ga 16.22 Answer aloud and write out
femme est your answer.
.‘f-‘”.f—-l',‘- o 0 0 9
americaine. Te goeur est-gile americsine?
Tal, ma soeur est américaine.
Cul, ma 16.23 Answer aloud and write out
soeur est your answer.
g o o .
grmericaine. Elle est americaine?
Oui, elle est américaine.
Tul, elle 16.24 Answer aloud and write out

Oui, elles
sont occu-
Q-T-—_—
pees.

Oul, elles sont oce{/u/)pées.

i
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Sample No. 2

Unit 14 - "B"-level student

14.366

Trois is French for 'three?.

Repeat trois and write the
vowel sound of trois.

//

trois

1L4.367

The following words have the
same sound in common.
moi, toiy doit, trois.

" Write the missing letters of

trois and repeat: ;

trois

'14.368

Write and repeat.
trois

trois

14,369

Write -and repeat.
1 2 3
un, deux, trois

un, deux, trois

un, deux,
trois

14,370

Write and repeat only the
answer.
Habite-t-il loin d'ici?

[P,

s e

AP R - e w

Oul, il habite & trois kilométres dfici.

A A P A A T e e ]

N T

TOFT?
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hapite &
trois kilo-
metres d'ici.

Qui, il 14.371

Answer aloud and write out
your answer.

& ¥

Hebite-t-il loin d'ici?

Oui, il habite & deux kilomdtres d'ici.

hebite 3
deux kilo-
metresg d'ici.

oui, il 14.372

Answer aloud and write out
your answer.
Habitent-elles loin dfici?

Oui, elle habite & trois kilombtres d'ici.

Notes the /z/ infixed between elles and hebitent
w is very wesk.
Oui, elles 14,373 Answer zloud and write out

hebitent &
trois kilo-
“'%“,"" -“"T'.' .
metres dici.

your answer

Va~t-il loin d%ici? @

Oui, il va 3 deux kilomdtres d'ici.

& deux kilo=
\‘ N . ' . a
metres dfici.

ui, ilva |1h37h

Answer aloud and write out

your answer.
o T a4t (3)

Oui, ils vont & trois kilomdtres d%ici.

- -~
e
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L) ‘
M Oui, ils 14.375 Answer aloud and write out
i vont a your answer.

trois kilo- Habitent-ils loin d%ici?

F . .
metres d’ici.

N

by Oui, ils hgbitent & trois kilométres dtici.
g} Qui, ils 14.376 Ils vont & cent kilomdtres / /
‘ habitent & dtici.
- trois kilo- Cent means 'one hundred!®.
E} metres a'ici. Write the vowel sound that
5 you hear in:
cent

e
rq Ils vont & cent kilomdtres d'ici.
P

/&/ 1%.377 Repeat cent and copy cent. —

£33

3 cent

L

cent 14.378 Write the missing letters _en_
Z} " and repeat.

- cent

cent

.
L

14.379 Repeat cent and write
cent.

e}
(]
B

Yot

3

cent

€3

.
}

)

e

[ 74 "t e e anll SR S TR EAIRLINE LIRS RPN ) 0 S Ay (e o8 sty PR g e ot g
i . .




ST WW

- B s
r”y"?
i
’ |
122. -
LJ
L
cent 14.380 Repeat deux cent and write —
deux cent. e i
L
&
deux cent Lf
deux 14,381 Write the French for 'three’. m
cent L
&
trois L]
trois 1%.382 Write the French for ‘two ﬁd
hundred? . '
’ , deux cents
deux centsg 14.383 Write the French for 'three h
hundred?® . q
trois cents
tiroig cente 14,384 Answer aloud end write out %
a your answer. E
» dabitent-ils loin d%ici?
v r
L399). '
N/
Oui, ils hebitent & trois cents kilom®tres
d¥ici,
Oui, ils 1 14.385 Answer aloud snd write out
habitent 3 your answer. ,
trois cents Vont-elles loin d%ici?
kilom&tres '
a7ici. 7200 :
[
Q  orrme— e s - w*:t“‘*wwrf*-v*'rﬂn'ﬁ*Hgxf"f-r-'ﬂv*f-m'**ﬂm*r'*‘.m“‘*r'r“'v”mf.'ﬂr'***ﬂe‘tv'*'ﬂ—""'"‘f T BT A e | g et ety REITFY ey e ¢
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€3

Ld
r
kj Oui, elles vont & deux cents kilomdtres
dtici.
Oui, elles 14.386 Answer aloud and write out
vont & deux your answer.
| cents kilo- Habitent-elles loin de Nice?
. metres d'ici. ﬁ SL
M Oui, elles hgbitent & cent kilométres de Nice.
u -
Oui, elles 14.387 Answer aloud and write out
habitent & your answer.
cent kilo- Hebiltent-ils loin de Paris?
metres de de
Lj Nice. 44(332;25_
m .. . s .
E‘ Oui, il habite & trois cents kilometres de Paris.
- Notes - Weak /z/ in il(s) hsbite(nt)
Oui, ils
& hebitent &
i trols cente
kilométres de
. Paris.

Sample No. 3

Fj " Unit 11 -~ "C"-student

' 11.236 Repeat:

Je veux, je vaise ,

Do these differ in the
consonants or the vowel?

Jooees)

i L

o

J | Jovok] [Eve/
noo
i

i
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vowel 11.237 Write the vowel ing / °/
‘Je veux . /fvdd /.
/o&/ 11.238 How many syllsbles are
there in:
Je veux [fvot/
[E%ved /
1 11.239 How many syllsbles are
there in:
de vais /¥%ve/
/88vé/
1 11.240 Write the vowel ing //
Je vais
JEE vey/

Note: The prompt that appears below to the
left is of course confusing to the
student since it indicates that a tense
vowel /&/ is contained in the stimulus.
In fact the voicer pronounced the word
with /&/ instead.

/é/ 11.241 Repeat and write.
Je veux
/3% vie/

T S YT e I N A
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& je veux 11.242 Repeat and write. L
Ej o Je vais _ais
/ZE v&y/
& : ) .
i Jde 11.243 Repeat and write. _

vais Je vais —__58
i
L

[Eevey, % v&V/

s |
L

Je 11.244 Repeat and write. _
M vais Je vais : e
g

- [Esve/, /% v/
r

de 11.245 Write the English fors
L3 vails : Je vais jouer au tennis.
[j Je vais jouer au tennis
kj I'm going ! 11.246 Choose the English for: wants to

to play . Je veux | is going to
f} tennig.
i

e
g

11.247 Write the English for:

Vas-tu venir gvec nous?

J

Vas-tu «..(/fnix/ .../svEk nu¥/)

N

{
4
QL.L:

Notes /r/ denotes the retroflex r of American
English near.

* ey Foer e sy T .o LI e ot B S T L m me . T i L e e L L T
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Are you 11.248  je peux /%pct/ means 'I can'. | _ X
going to Writes -
come with J& peux L
us? a
[tspc / ko
-
de peux |11.249 How many syllables are 5.
there in: -
. b
v o [
Zspoe |
[Espck [ L
1 11.250 Do these rhyme? ["
J€ peux, je veux s
L
[ispt ] [tzvoe/ -
. "
Yes 11.251 Write the English for: L
Jde pesux venir avec vous.
‘~LJ ‘
['?
T can come 11.252 Change to & question and )
with you. write the verb and pro-

noun expregsion.
*Tu peux venlr avee nous.

—

Notes The student seems to interpret French con-
sonant clusters consisting of voiced con-
sonant + voiceless consonant gs voiceless
consonant ¥ volceless consonant. When she
interprets these clusters with correct
volcing on the flrst consonant she inserts

AP R e g gy e gy ey [V ey e g~y et i e fen
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e
-
e 8 [/ vowel immediately after it and thus
breaks up the cluster. ©She also consistently
- reduces non-final /a/ to /i/ and glides from
u finegl tense vowels. For the sake of con-
et venience we use (----- ) to refer to the string
oy i venir avec nous mispronounced as noted in
o Frame 7#247.
Ll .
) Peux~-tu 11,253 Give the French for Mge
W Jjouer avec can play tennis' and write
nous ? the subject and verb ex-
" pression. )
o
i % . & .
! (/it poe zwi &¥/) tennis?
L
conf. Il peut jouer su tennis.
=
‘ J (/4% pot zwi &¥/) tennis.
- Note: /%/ refers to the velarized 1 as in English ill.
i ,
Il peut 11.254 Give the French for "Can
™ . jouer au she come with me?' and '
w.d tennis. _ write the verb and subject
expression.
] A
L
m (. o000 )
L . conf', Peut-elle venir svec moi?
M (/p t&% vinir ... #vek mwa/)?
L
M Peut-elle 11.255 Repeat and write the English
L venir gvec for: ‘
- moi? Peux-tu venir avec nous?
i
L
- (/pod tu ... vinir ... vk nu¥/)?
i
\‘E"!
J

R ".’T;::,%:;iﬁﬁm
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Peut=-elle
venir avec
moi ?

r

11.255 Repeat and write the English
for:
Peux~tu venir gvec noug?

(/p@ tu ... vinip ... 3vdk nu¥/)?

Can you 11.256 Kepeat and write.
come with Je peux Jjouer au tennis.
us?

(/ésp zwi &W/) temnis.
Je peux 11.257 Repeat and write.
Jouer au Peux-tu Jjouer au tennis
tennis. avec; nous?

oul, (/Zepe zwi 8¥/) tennis (/#vék wuW/)
Feux~-tu 11.258 Repeat and write.
Jdouer au Veut-elle venir Jjouer au
tennls tennis avec vous?

avec nous?

(/ved t&l vinir zwi 8W/) tennis (~==w- )?

Veuti-elle
venir jouer

au tennie
avec vous?

11.259 Reply in the afflirmetive
and write your answer.
Veux~tu venir Jjouer au
tennls avec mol?

D“ai’ /E/ e e 0ene
conf, Oui, Je veux Jouer au tennis gvec toil.

Ouil, (/%vod zwl &W ténis 3vék twa/)

) g e T Ty T et s - P g g 1 g gy e g
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Qui, je '11.260 Reply in the affirmative
veux jouer and write your answer.

au tennis
avec -tol.

Peut-il jouer su tennis
avec wvous?

Oui, (/i% pd zwi &V ténis #vik nu¥/)

Qui, il peut
Jouer au
tennis avee:
nous.

11.261

Reply in the affirmative.
Peut-elle venir jouer au.
tennis avec moi? '

s

&

|

i, elle
t venir
r au

tennis gvec
moi .

1)
[:
<

o
E

Oui, (/8% pe vnir zwi ivik mwa/)
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Notes

,. l . N i ) N - . . .
Alfred S8, Hayes, Language Laboratory Facilities (OE Bulletin

1963, No. 37, OE-2102A), Washington: U.S. Government Printing .

Office, 1963, ;pp; 63-»6,8.'
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5. Display Sessions

5.1 Scheduling

All display sessions were scheduled during the hours at which

the groups were scheduled to work in the language laboratory. Thus

display sessions were substituted for laboratory practice at certain

hours.

During the first semester when the number of students was

greater each student met for approximately twenty minutes twicé a

- week. The schedule for the group assigned to the 9:30 and 1:30

hours is shown below. ' The numbers represent display session groups.

Diagram 6

Display Session Schedule

M i W P
9:30

1 2/3 2/3
9:55

L 5/6 5/6
10:20
1:30 -

7 8 8
1:55 -

9 10 10
2220 '

A similar schedule was used for the group meeting at 10:30 and 2:30.

The schedule of a student assigned to display session Group b is

shown below.

s £ e T e e i
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. Diagram 7

Tndividual Student Weekly Schedule

M T W T F
30 .
9 3 , Lab . Lab
P ~———- Lab Lec, T —— - Lab
9455 Displ. | Displ.
. 10:20
1:30
Lab Lsb | Lab Lab Lab
2220

Thus an individual student from display session group U4 practiced
in the language laboratory from 1:30 to 2:20 d%ily, from 9:30 to 10:20
Tuesdaycand Fridey and from 9:30 to 9:55 Monday and Thursday. He met
with an instructor and two to four classmates from 9:55 to 10:20 twice:
a weék'and attended a lecture session for g full period on Wédnésday.

These arrangements represent an ideal schedule from which it was
necessary to depart from time to time as, for instance, during a per-
iod of several weeks when equipment failure in the laboratory reduced
the number of usable positions to below the number of students. During
this time two display session groups met together for an entire period
of 45 minutes, e.g. groups 1 and 4 met together from 9:30 to 10:15 on
Mondays and Thursdays. Care was teken, of course, to put tlivse groups
together which were most nearly st the same level of achievement.

This experience of having to very the size and length of display
sessions led to certain impressions wlth regerd to the relgtive im-

portance of several'of.theée factors. It was generally felt by the

. . .
- o . ' - .
. o . . - . 5 F— Le - . N B . : *
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- _ _ - _ * )

Qg ' ~ instructors that the most important factor was the homogeneity of
EE the groups. As long-as all members of’% group showed similar f
levels of proficiency, considerable latitudé in size was tolerable. i
Y " | "
¢ 4 However, it was also the general feeling that display sessions %
; {

T

tended to lose their character and become rather like traditional
clgsses when the number of students exceeded five. It was also

felt that, at this early stage of the course, 45 minute sessions

R Mol B

were too long since the students were limited as to what they

could say and too much repetition was needed to take up the time

i

R

available. . . \

In the second semester the number of students was reduced, b

gl SO

making it possible to increase the amount of time each student

A Ea. §
.|

r
£ o

spent in display session. This was felt to be desireble at this ]

o

point since students now had at their disposal more structures
=
and needed more time to exploit them adequately.
1
¥ The schedule for the group assigned to the 10:30 and 2:30
- Y
;j hour is shown below. i
- Diagram & ?
5? ' Digplay Session Schedule
] M T W T F
. 10230
4 3 l 3 1 3 l ¥
10:5
3 2 2 3 2 2
11:20 '
2:30 P
L L 6 L 6
2¢55 1
p) p) 6 P
33520
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Léter ih the'semester.at the request of the Stuéents groubs’i-
and 2 were fescheduled so that group 1 met for s fuli period on
Monday and half a period on Wednesday, while group 2 met for Half
a period on Wednesday and a full period on Friday. The stﬁdents
felt that half a period ‘in the laboratory was hardly worthwhile
since g fair portion of that time was occupied with getting tapesg,
fiﬁding their place in the tapes, warming up and, if they had to
leave in the middle of the period, rewinding their tapes, feturning
them to tﬁe shelves, etec. A similar schedule was?followed for the
group:meeting at 9:30 and 1:30.

Beginning with' the Fall 1962 semester class periods were re-
duced from fifty to forty-five minutes. It proved difficult to
meintain the Lalf-period dlsplay sessions adopted during the first

year of MOEF's operstion. In sddition, starting with the Fall of

§l963, Saturdey morning classes were instituted to permit more

flexible scheduling of classes and to alleviate g shgrtage of
clessroom space. It has been pointed out that, as students bhe~
came more proficlent in French display sessions, instructors re-
quired s longer period of time to give the students an opportunity
to warm up, displey what had been learned during sutodidactic
sessions, and to use learned linguistic material. Instructors

did feel, however, that in the initial stages of MCEF it was
difficult to spend forty-five minutes with & group without stray-
ing from elicitation of conversational materisl and were often

tempted to emgage in drilling and porrection of pronunciagtion.

ﬁ“
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a o ' .It was decided to schedule F101 séuder;ts 'intvc"J.. three display sessions
p ‘ ber week each meeting for twenty minuﬁés. ¥102 and F203 groups met .
' twice weekly for s full forty-five minute reriod each time. The
! schedule for the ITIIE (students who began MCEF in the Fall of 1963)
o section enrolled at 9:30 ang 1:30 is shown beldy
)
g Diagram 9
Eg Display Session Schedule for IITE Group
g T e SSSSEE
, M T W T F S
9:30 T T
1 2 2 2 1 2
£l 9:55
£ 3 Y 3 4 3 L
10:15
1:30
5 5
1:55
6 | 6
2:15

N
{; .
f
.
J

The schedule of an F10l student assigned to display session group

4 is shown below.

Disgram 10

Individual Student Weekly Schedule

U | M iy W iy ¥ s
9:30 '
Lab_ Lab_ Lab _
lgifg Leb Displ. Leb Displ. Lab Displ. ,
| 1:30
’] Lab Lab Lab Leb Lab Lab
. 2:15 | ) . ‘

o]

e e

R e - e
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The schedule of an F102 or F203 student assigned to a comparéﬁle'

group'would'differ from the preceding one as follows:

Diagram 11
M m W m 7 s
9:30
Lab Displ. Lab Displ. | .L&b Lab
10:15 :
1:30 ' .
Lab Lab Lab Lab Lab Lab
2215 ’
. 5.2 Steffin E
} Display sessions were staffed by graduate Teaching Associates
' selected previously by the Department of French and Italian for

/ teaching duties in conventionsl first and second year courses, in-
cliding those which are parallel to the MCEF three semester gequance.
Since the d=ciered primary objective of MCUEF was to impart accurste
Pronunciation and proficiency and fluency in spoken French, it was
requested that the Iepartment meke available to MCEF those Teaching

Associztes who were the most proficient snd accurate in the active

use of the language. Agsigrment to MUEF was made on & voluntary

"basis and only Teaching Associates who expressed some sympathy, or

£33

at least impartislity, towardcan avdiolingual emphasis and the use

3

of partial self-instruction were selected.

- It 1s generslly agreed that competence in language teaching is

determined by at least three sets of attributes: (1) proficiency in

the target language, (2) professional training and/or experience,

s > 3
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'French of individual instructors. Teble 1 indicates that, although

. the lowest point on the scale, one, refers to an over-sll spoken con- L

137.

(3) pedagogical-skill. ,Aﬁmittedl&, pedagogicg; skill énd'insight is
notoriously difficult to evaluate, and in the case a£ hénd, even more
difficult to predict. It is éssumed that an integral part of the
treining of g foreign language téaéher is a working knowledge of the
structure of both the native and the target language and that, to g
certain extent at least, actual experience in the claésroom adds pos-
itively to teaching competence and skill. Age is a two-edged factor.‘
On the one hand older teachers can be assumed to exhibit nore maturity
and responsibility in handling their duties, aﬁd will prove to be more
tactful and self-reliant in the classroom, but on the other hanq, they
might be expected to show less enthusiasm in implementing a new and |
untried method and might show more reluctance to gbandon the well-
rutted paths of traditional instruction. In order to determine the
relative competence of the teaching staff assigned to experimental

and control sections we considered the age, years of full=-time teach-

ing experience and of professional preparation, and proficiency in

the experimenfal end control instructors are not perfectly matched
there seems to be very little difference in their pedagogical compe- ‘ ;
tence insofar as it is determined by the factors we have consldered. |
Professiongl Preparation and proficiency in French were evaluated on

8 relative five point scale. With regard to proficiency in French,

trol of the language equivalent to that obtained by an 'A' student

upon completion of the third.semester of MCEF; the‘highest point, five,

s e 4 e e
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Al

reﬁfesents native speaker pquiciency;i‘Rank in the profeésional pre-
5 pa}ation scale was assigned on‘the'pasis‘of grade transeripts, 5bsér-
{ vation of performance in the classroom, and infiormal contact. The

| evaluation was conducted independently for‘eacn group of instructors

K ' by the director of MCEF and the director of the elementary and inter- .

mediaue French courses respectlvely. It goss without saying that this

evaluation procedure is subjective and not very religble.

( . TABLE 1 +
| Comparison of E and C Sections Teachiﬂg étaff
L " Age Years of Full- Ewofessionai * Proficiency
' time Teaching Preparation in French
Experience Rank Rank
\ J | | Experimental
A u7 _ 9 5 b
B 33 : h.5 b p)
c 32 L 2 3
! D 31 6 3 3
E 26 2 L 3
B 25 o) e p
G 25 3 ‘l 1
H 2k 2 3 2
I 2k 0 2 3
J 23 0 1 1
) K 22 0 1 2
Mean 28.4 2.8 2.5 2.9
Median 25 2 2 3




J
Mean

Median

Age

38
37
28
2l
23
23
22
22
22

21

2k.5

23

139.

Control

Years of Full-
time Teaching
Experience

13
2
4

1.5

0

0

1.9
1.2

Professional
Preparation
Rank

p
3
4
4

w

2.7

Proficiency
in French
Rank

L
3
p)
2

2.4

While MCEF instructors were slightly older, more experienced and,

Predictably, more proficient in French than their control section

counterparts, they had inferior professional preparation. In view of

the ranking procedure followed the differences-in professiongl pre=-

Paration and proficiency are hardly significant. In addition, MCEF

instructors received closer supervision through weekly meetings and

visitation of courses. This in-service training no doubt upgraded

their professional competence. Since MCEF was a more self-conscious

--"existentialist", we might say--approach, with constant inquiry

PRSIy
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into the learning process, modification of materials and techniques
and searching self=-criticism MCEF instructors became more acutely
aware of the problems encountered by foreign language teachers, al-
though this does not necessarily mean that they resolved them better.
With regard to> teaching experience it is interesting to note
that except for instructors "A" and "a" who had three and eight years
of experience at the college level respectively, all the other exper-
ienced instructors hsd had contact almost exclusively with high scho%}
students. Instructor "a", the author of a recent intermediate text,
was also the only instructor with previous experience in the prepara-

tion of teaching materials.

5.3 Display Session T=chniques

gt

5.31 Objeckives

The displsy session is intended to provide the student with the
opportunity to use, in g je;;;;-to-person dialogue what he has learmned
in a dialogue with a machine. The display session is not intended as
a place for teaching, but as a place to use whst has already been
learned. The +zacher's goal is to guide the use of structures and
vocabulary alresdy learned, to stimulste and guide conversation and,
where necessary, to correct. MAs a rule of thumb the teacher is to do
those things which the machine cannot do.l

k.

5.32 (onditions

As it was designed and carried out at Indiana University, the
display session had one instructor meeting with a small group of stu-

dents. The size of the group has varied from one to seven or eight,
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though generally from three to five. These groupé generally met
either two or three times a week for half a class period. Insofar
as possible students were grouped according tc proficiency and re-
grouping was needed from time to time. Both instructors' offices
and a conference room near the laboratory were used as meeting
places. The lattér arrangement was in general more satisfactory
since less time was lost going from the laboratory to the display
session and since it allowed the instructor to check his students
in the laboratory more easily. Immediately adjoining rooms would
have added to the convenience. Probléms of schedule conflicté occa~
sionally made it necessary to depart from optimum procedures in
grouping and scheduling.

In general it was felt that smaller groups were most satis-
factory since it is hard to maintain conversation in large groups.
It also seemed that a smaller amount of time was necessary at the
beginning of the course and a greater amount later since the amount
that students were capable of saying at the beginning was very
small, but increased as time went on.

The meeting room, it was felt, should be informal. Thus the
conference room with students and‘instructor seated ground a table
was preferred to a classroom with stﬁdents all facing the instruc-
tor. An even less formal atmosphere might have served better.
Withouﬁ a doubt the manner of the instructor has as much effect on
the atmosphere of the display session as the physical surrocundings.

Establishing an informal atmosphere conducive to conversation, where

Y S
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the instructor is not the center of attention, departs sherply from
the normal pattern of operation of most teachers and is not always _
easy to accomplish.

5.33 General Problems

Any language classroom is an unnatura%rsituation for conversa-
tion since in foreign language courses the objective is to bractice
the means of communication rather than to communicate something.
Conversation normelly occurs when one person wishes to communicate
something ¢® anothsr. It is necessary, for classroom purposes, to
find things to talk about. This usually results in the teacher's
doing almost all of the talking. Without things to talk gbout the
display session is likely to end in embarrsssing silence, pattern
drills or a monologue by the teacher.

Languege clagsrooms are also not conducive to natural conver-
sation simply because of the number of people involved. Conversa-
tion is ueually between two people, sometimes three and rareliy more.
For this reason a small group is desirable in display sessions. The
problem of providing the proper setting for the'aisplay session was
partially allevisted by scheduling the IXIR third sémester sessions in
instructors! offices as well as small seminar-type classrooms. In-
structors were rotated frequently, with the students of each group
meeting different instructoré in successive display sessions. In
this ménner students were forced to gbandon pre-esteblished patterns

of responses conditioned by the interlocutor and the locale. In-

structors were also asked to occesionally take their charges to a
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noisy place, such as student coffee lounges (fortunately e very
suitable lounge is located in close Proximity to the language leb,
instructors' offices, and classroops used for French courses).. When
the weather permitted it, classes were held outdoors. Surprisingly,
students exhibited very little self-consciousness in spesking a for-
eign language in public and al. instructors reported that ambient
noise forced students to concentrste on the speaker in order to par-
ticipate in the conversation, and as a result, the'Aisplay sessions
held in this non-academic environment proved more successful as a
rule.

Since the language class, including the display session, is an
artificial environment for conversation much that is done willtas
& natural consequence be artificisl. Questions will be asked not
so much for the information they elicit, but for the sake of the
structures involved in asking and answering them. The instructor may
ask the time, not in order to be informed, but to give the student an
opportunity to use structures asppropriate to telling time. No matter
what the topic, students at the initial stageés of language study are
unlikely to be more occupied with what they are talking about than
with how they talk sbout it. As long as this ie true, no natural
communication is possible.

The task of the display session instructor (or for that matter,
the instructor of any language course stressing proficiency in con-
versation) is to create as much of s natural atmosphere for conver-

sation as possible. When students are breoccupied with how to say

!
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something they quickly run out of things to talk about.
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The teacher
must continually provide topics to stimulate the students to speak,
vhether he draws these from the experience of the students, his owm
experience br elsevhere. As far as the goals of the display session
are concerned it is relatively unimportant what the source of the
conversation is as loﬁg as it occurs. - Naturally, the backgrounds
and personglities of the instructor and of the students will have
much to do with determining these sources. Some students may easily
find things in their experience to talk sbout, while others may be
reluctant to talk about themselves. Similarly, some may be very ima-
gingtive and inclined to act s fole vwhile others may cling doggedly
to fact and may even feel uneasy in acting a role. Again some in-
structors may enter well into perscnal friendships with students
while others prefer to maintain some distance and so would be less
inclined to exploit the student's experience as a topic of conversa-
tion.

Apart from personality znd preference there are certain advari-
tages and disadvantages to both of these types of conversational
sources.

Real-life topics clearly provide the most desireble type, all
other things being equal, since they represent the most valid type
of conversatlon possible in a display session. They provide & great
fund of information which can be communicated from one person to an-

other and are stable esnough in the consciousness of the student him-

self that they will interfere leest with hls attempts to formulate
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linguistically correct statements. There are also disadvantages to
this type of source. Their very stability may make it difficult for
the instructor to turn and guide the conversation in such a way as
to emphasize certain structures which, for pedagogical reasons, it
may'be desirable to practice. The strict adherence to the use of
real situations mey at times place the student and subsequently the
instructor in an embarrassing position should a topic be touched up-
on which would require the student to divulge information ebout him-
self which he conslders too personal to discuss with a teacher and
fellow students. Whereas it would ideally be desireble for the stu-
dent to have such confidence in his instructor that the instructor
would know enough sbout his background to avoid such touchy topics,
it ls only rarely possible in the usual teaching situation. Another
serious drawback to the strict use of real-life situations is that
one 1s forced to talk in terms of the student's culture and society
and little opportunity is readily available to convey to the stu-
dent, along with language skills, the social values that attach to
the languege.

Hypothetical situations likewise have advantages and disadvan-
teges. They afford a wider range of topics to talk about than do
the experiences of any student and thus it is easier to find topics
which will lend themselves to practice of those structures and voca-
bulary which it is useful to practice at any particular moment. If
g toplc is understood by all to be unreel, or if the possibility is

alweys present of inserting an unrepl statement into a conversation
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which is mainly sbout real things, the means is alweys aveilable to

students to avoid making embarrassing statements. There are also
difficulties that arise from the use of hypothetical situations.
Some students and even instructors feel qualms of conscience at
meking statements which do not correspond to fact. Hypothetical
situations easily become inconsequential and meaningless unless
they are carefully controlled.

"Ths

{0

greatest amount of flexibility becomes aveilsble to the in-
structor in a blend of the real-life and the hypothetical where con-
versation based on real-life topics may be supplemented as necessary
by hypothetical situations.

One of the most difficult of the general problems to resolve
is to meke the displsy session a place where students perform more
than the instructor. Ths conditioned learnéd behavior of students
is to consider the tescher as the center of attention in the class-
room and to respond only to directions from the teacher. Similarly
the tescher has leasrned +9 be the principal performer who does most
of the spesking though he may occagionally call upon a student to
get in a limited fashion. The display session requires almost an
exchange of these roles. Ideally the students should speak the great-
est part of the time, the teacher oniy occasionally, directing the
conversation along lines where structures and vocaebulary known to the
student are available. (This requires of the instructor & very pre-
cise knowledge of what each group can do at any glven point.) The

students must be trained to speak without constant direct stimulation
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by the instructor. The teacher must also learn how to place this
responsibility on the studenté and prevent them from throwing the
responsibility for continuing the conversation back on his shoul-
ders.

5.34 Means

The devices indicated below have been found useful. The list

is nelther exhaustive nor original.

5.341 Sterting Points

8) Immediate situation. Dialogue sbout things which form
a part of the display session context: the instructor,
students, the room, the weather, etc. E.g.»one of the
students is tired because he.studied late the night be-
fore. '

b) Topic proposed by instructor. The instructor mey pro-
pose g toplec for conversation by asking a series of
related questions. E.g. plans for the afternoon or
the activities of the previous weekend. (Opportunity
is availsble for real-life or hypothetical topics.)

¢) Themes written by students. .Studepts may be asked to
prepare, before the display session, short themes (two
or three connected sentences are-often enough.) These
may be read aloud in class. Other members of the group
may question the resder who may amplify on his theme.

d) Visual aids. A picture may suggest a topic. A pic-

ture of Charles de Gaulle rwright lead into conversation

et b by S A b e e o itn . e e e e e e £ S b e B g 1 [ A i 8




118,

on what the students know or think of him. A connec-
ted set of‘pictures such as a comic strip or sequence
prhotographs are often more useful &ince they suggest

a time dimension whic@ may be lacking in a single pic=-
ture.

Newspapers or magazines. Students are assigned oral
reports on artizles in such magazines as Paris-Match
which provide ample visual gupport. Comic strips, par-
ticularly the "Spirou" series have aroused consider-
dble enthusiaam and generate lively conversations among
students. a

Visitors who are speaskers of French, if they are avail-
able, may be invited to the display session to stimu-
ulate conversation from time to time. In this case,
the conversation should be primerlly between the visi-
tor and the students, not betwsen the visitor and the
instructor.

Sportaneous ingpirgtion. Conversations may at times
begin spontaneously or, sfter a prompted beginning,
continue spontaneously. This, of course, is the most
valid conversational situation in the display session,
though it is not easy to achieve with all groups and
has no possibility of being directed to practice in

gyecific structures.
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5.342 Specific Technigues

None of the techniques mentioned here are in any sense new.
They have representation e&en in some of the most traditional texts.
In the display session they are used not with any false illusions
that they are a means of teaching, but as a means of eliciting from
the student what he has learned.

8) Direct questions.

b) Indirect questions where the student is told to ask a

question of another student.

¢) Commands.

‘ d) Directed statements where the student is told to say
something.

5.35 Correcbtion

Cince currently availsble machines are not capable of wholly
reliable and effective correction it devolves upon the instruetor to
perform this task. The amount will vary according to the needs of
the students. If & structure has simply not been learned it should
be avoided in the display session and the student should be iunstruc-
ted to practice it in the language lab. Correction should be provided
only in cases of imperfect learning.

a) In the correction of prontincistion the use of contrasts is

one of the simplest and most effective mecens of correction.
Meking a student tap» out an even rhythm while speaking is
helpful in achieving the even stress pattern of French. The

tendency of American students to reduce unstressed vowels

LTI e —




150.

can sometimes be corrected by having the student prondunce
only the vowels of a troublesome word. E.g. /a a i/ for
maladie whefe the student reduces the second /a/.

If a student is unéble to glve a response almost immedi~
ately he should not be allowed to stammer around and hunt
for the response, but should be given it immediately. The
instructor mey give it directly or call on another student
(if he 1§ certain the second student has this response
readily available). There is little purpose in the instruc-
tor's going to each member of the group in turn trying to
find one who might give the correct answer. Simply giving
the correct response and returning to that structure later
is more effective. -

From time to time a very brief drill may serve to correct
a mistake made by a student if it 1s more than just a ran-
dom error. Such drills mey be of any type suilted to the
problem, but should be kept as short as possible to prevent

the display session from becoming s drill session.

5.36 Illustrative Display Session Sequences

I: Salut Jacques. (a va?

St Pas mal, merci, et tol?

I: Pas mal. Tu es fatigué ce matin?

S: Oul, Je suils fatigué.

I: Pourquoi es-tu fatigué?

S: Je me suls couché tard.

I: Pourquoi t'es~tu couch® tard?

S: J'ai travaillé 3 la bibliothdque jusqu's minuit.
I: Tu travaeilles toujours si tard?

S: Non, mals Jj'al un examen ce matin.

Lo on mdadbe
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It is necessary to train students not to give conversation étop-

Ping answers such as "Je ne sais pas." These in effect throw the

burden of continuing the conversation back on the instructor. Tt may

be established as a practice that if a Person does not know an answer

he should ask someone else and then report the information. At first

<

the conversation might go like this:

I:
Je

I:

Js
Ms
Je
I:
N
Ms
g3
I:
Js

M:
Je

Jacques, ol va Marie aprés la classe?

Je ne sais pas. S

Alors, demande 3 Marie oli elle va aprés la classe.
(A simple gesture may later replace this instruc-
tion. )

Marie, ol vas-tu aprés la classe?

-Je vais & la bibliothdque.

Marie va & la biblioth&que aprés la classe.

Que va~t-elle faire 13-bas?

Marie, que vas-tu faire & la bibliothdque?

Je vais travailler.

Elle va travailler & la biblioth&que.

Elle va travailler tout 1'aprés-midi?

Marie, vas-tu travailler tout 1'aprés-midi? (A gesture
by the instructor may indicate to Marie that she is to
give a negative reply.) .

Non, Jje vais travailler jusqu'é trois heures seulement.
Elle va travailler jusqu'd trois heures seulement.

Conversations may at times be profitably interrupted by an irre-

levant, but normal question such as$ "A propos, quelle heure est-il?""

- A single question may serve to start a conversation between two

members of the group if they have been trained to follOw'up a topic.

Ie
Je

Js
. d8
Je
Js
Js

Jean, demande & Jacques s'il va au cindma ce soir.
Jacques, vas-tu au cindma ce soir?

Oui, je vais au cinéma ce sodir.

Avec qui? d

Avec la soeur de Robert Durand. Tu la connais?
Non, comment s'appelle-t-elle?

Elle s'appelle Marie.

At the more advanced leveis the instructor must also steer the

-
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conversation to discourse that will require the use of more complex

constructions, particularly fegtures of interclause government such

as the conditional, the imperfect, and the subjunctive. In the next

illustrative sequence, from a F203 display session, one of the stu-
dents (X) has just described her stay in England and a short side

trip to a small Normandy town. The instructor asks student (Y¥):

k-
o0

Que ferais-tu si tu avais eu lfocecasion d'aller en
Burope comme elle?

¥: Je serais allées & Paris mieux qu'en Normandie.

Ts Plutdt qu'en Normandie...

¥Y: Je serais allde & Paris plutdt qu'en Normandie.

X: Je serais allée & Paris aussi si j'avais assez
d'argent.

It BSBi j'avais €Uees )

X2 eeesl j'avais eu assez d'argent. -

Y: Pourquoi n'as-tu pas t&l8graphié 3 tes parents pour
qu’il t’envoient encore de 1l'zrgent?

X: Le voyage en Angleterre & d&jd coité trop cher.

. It is important to note that instructors address students with
familizr forms, but that the latter are trained to respond with the
formsl. Among each other students use the familiasr, as is natural
for French speakers of their age group. This greater use of the
familigr than is usually found in conventional instruction is de-
termined by the construction of the material which introduces the
less ﬁifferentiated Eg,formé of verbs before vous forms, but it is
aléo consonant with the'necessity of creating an informal'climate

suitable for uninhibited wverbal interchange.

3 20
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537 Transcription of a tape recorded Display Session

- Date: Spring, 196.4

= ~ Instructor: "C" (see p. 138) first year with MCEF

Students: EIII Group in F102 (Second Semester): Students 1 and 3

completed the course in two semesters.

Key: I - Instructor
Sl - Kathy - Student 1
S2 - Jane = =~ Student 2
S3 - Pam - Student 3
Sh - Michel - Student L
S5 = David - Student 5

I: Kathy, est-ce qu'il fait bon aujourd'hui?

Sl: Oui, il fait bon aujourd'hui.

I: Est-ce qu'il a fait bon hier?

Oui, hier, il g fait bon.

£
)
'—:

I: Qu'est-ce que tu as fait hier?

EE S2: Hier, je suis allée & 1'église.

- I: A quelle heure es-tu allée & 1'église?

‘éy? [ 4 S Il S

b S2: Je suils allée a l'église & 9h30.‘

M I: Tu es allée & 1'église avec Jane?

- < 53: Non, je suis allée a 1'église avec mon camarade de chambre,
}' : | CeCilia-

- I: ma camgrade de chanbre.

-iﬁ S3: ma camarade de chambre.

I: Tu connais la camarade de chambre de Pam?

e w A S o
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Oui, je connais la camarade de chambre de Pam.

Quel dge a=t-elle?

Pam, quel &dge. . .

. o o8 éa camarade de chambre?

a ta camarade de chamgfe?

Ma camarsde de chambre a 19 ans.

« « oa dix-neuf ans comme toi? TuAas aussi 19 ans?
Moi gussi, j'ai dix-neuf ans.

Nﬁchei, ou es-tu allé hier?

Hier, je suis allé au théétre.

Au théétre? C'est vrai?

Je suis allé su. . .

au cinéma. Quel film as-tu vu jouer?

Ah, . .

Tu as vu jouer un film japonais, par hasard?

J'ai vu jouer un film. . .qui s'appelle. . .Yojimbo.
Kethy, tu as aussi vu ce film?

Non, je n'al pas vu ce film.

David, pourquoi es-tu en retard?

.. Je ne sais pas.

Tu ne sals pas pourquoi tu es en retard?. . .Est-ce qu'il
est souvent en retard?

Non, il. . .oui, il est. . .

souvent en retard. David, tu es souvent en reterd?

souvent?
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often. Tu es souvent en retard? late.

Non.

Alors, dis que tu n'es pas souvent en retard.
Je n'

Oui, vas-y. dJe ne suis pas. . .

Je ne suis pas souvent eﬁ retard.

Tu as travaillé hier?

Oui, j'ai travaillé hier. J'ai travaillé dans ma chambre.
Est-ce Kathy a une camarasde de chambre, Michel?
Kathy, as-tu wie camarade de chambre?

Oui, j'ai un camarade de chambre.

UN camarade de chambre?

une camarade de chambre. Elle s'appelle Connie.
D'olt vient-elle?

Elle vient.de Sulpher City.

Indiana?

Oui.

Tu connais Sulpher City, Indiana?

Non.

Viens-tﬁ de Sulpher City?

Parle ﬁlus fort, Michel.

Viens-tu de Sulpher City, Indiana?

Non, Jje viens de Elwood, indiana.

Oh hebite David?

David, ol habites=-tu?

T —




(2]
\J1

156.

J'hebite & North Manchester.

Est-ce que tu connais Sulpher City, Indiana?

Non.

'C'est une grande ville?

Non, Sulpher City est & ¢8té de New Castle.

C’est au nord d'Indianapolis?

Sulpher City est au nord d'Indianapolis?

Non, & l'est d'Indianapolis.

Combien de kilométres est Sulpher City de Elwood?
de New Castle.

de New Castle.

Jé'pense que. . .Sulpher City est. . .

est &

est & dix kilométres de New Castle. Je ne sais pas.
David, qu'est-ce que tu as fait samedi?

Semedi. . .

Parle plus fort, David.

Semedi, j'ai. . .au lac.

Non.

Je suis allé su lec.

au lac ILemon?

Non, au lac. . .je ne sais pas. ,

le nom« Tu ne sals pas le nom du lac?

Il est & cing kilometres au nord de Martinsville.

Tu as fait du ski nautique?
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I: Sais-tu feire du ski nautique?

S55: Oui.

I: Dis que tu sais faire du ski nautique.

85: Je sais. . .

I: faire du ski nautique.

S55:¢ faire du ski nautique.

I: Est-ce qu'il sgit faire du ski nautique?

S3: Pardon? |

I: ©Est-ce que David sait faire du ski nautique?

S3: David, est-ce que tu. . .

I: sais faire du ski nautique? Est-ce qu'il sait faire du ski
nautique?

S2: Ouil, il sait faire du ski nautique.

I: Bt tol, est-ce que tu sais faire du ski nautiqué?

52: Non, Jje ne sais pas faire du ski nautique.
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Notes
lFor a programmatic description of g somewhat different type

of display session see A. Bruce CGaarder, op. cit. p. k7-L8.
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6. Results

6.1 Retention

e

‘One of the areas in which it is possible to make comparisons

between the MCEF course structure and that of the conventional pro-

-

3 =9

gram is the response of students in terms of the dropout rate. Cer-
tainly nc trial course structure which resulted in a significantly

higher dropout rate than the course with which it was being compared,

£ 3

could be considered satisfactory from that point of view.

There are certain factors, some of which cancel others out,

which gffect the validity of the comparisons made below and should

L il
T

3

be kept in mind in evaluating them.

1. The MCEF very early came to be known popularly as the "ex~-

' [] perimental progrem” and the students were known as "guinea
M pigs." Discussion of the course in these terms destroyed
= the confidence of a number of students who asked to be
fé allowed to drop the course because they felt that they were

: being taken advantage of. "
gJ 2. In enrolling the first group certain students were rather

arbitrarily essigned to MCEF (though no more srbitrarily

L4

than they would have been assigned to sections of the con-

ventional prograzm). This arbitrary assignment to the “ex~

C

perimental program” caused dissatisfaction among certain

-

students who asked to drop.
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i

3. Compensating for the above factors to some extent were those

students who were intrigued and motivated by participation .

in something new and untried. | EJ‘
4. The argument which could be advanced that enrollments in

MCEF were held artificdally high by the fact that stu-~

dents could not transfer from MCEF to conventional courses

is held to be invalid since it was equally impossible for

students to transfer out of the conventional sections. Stu-

dents in both programs hed the same requirements for gradu-

-

ation.

5. The reasons why students drop a course are many and varied

and cannot be determined with any degree of certainty. In

3 I
n

order to compare MCEF and the conventional groups accurately

with regard to dropout rate, the exact causes of dropouts

would have to be determined, whether academic, personal,

finencial, or other. It can only be assumed, for the sake

of making & comparison, that all causes other than the na-

ture of the two programs affected both groups equally.
The graphs below indicate the percentages of the inltiasl enroll-
ments remeining at the end of each semester in the E and C gfoups,

and the number of eventual successful completions of a third semes-

ter course (with a grade of D or better).
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IE versus IC Initial enrollments: IE 56
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ITE versus IIC Initial enrollments: IIE 65
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The graphs indicate that MCEF has not produced a significantly
higher rate of dropouts. Bearing in miﬁd the reservations stated
above, one might even éautiously hazard the dbservation that the
dropout rate is lower at most points in the E groups than in the
C groups even though the general‘patterﬁs are similar and most 6f
the differences that are seen could fairly easily be attributed to
chance factors. A

Higher Level Courses Taken in French
All E groups énd all C groups have been combined because of the

extremely small amount of data.

E C

Total
Initial 182 214
Enrollment
305 2 . 15
306 1 5
307 1 2
313 5 L
31k - -
315 8 | 5
“.-316 1 - 1
325 - | -
403 | .- - -
Lok 1 -
413 - 1
463 - -
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E c
L6l o | -
470 -1 -
h71 - -
475 - | -
476 - -
4o1 1 -
o5 - 2 -

12% - 15%

6.2 Overachievement and Underachievement

One of the outstanding features of the MCEF organization is

the amount of fleXibility it allows. Students who are gifted or

highly motivated can progress more rapidly than the others and

in a few cases exceptional students are able to progress at such

a rate that.they are able to gain three semesters! credit in two
semesters, or more rarely, two semesters® credit in one semester.
On the other hand, wesker students or students Whose work is inter-
rupted by illness or for other reasons are gllowed to continue
working.at a slower pace and eventually achieve at an acceptable
level. These two types of cases are referred to below as over-

achievement and underachievement respectively.

Overachievement Underachievement
Number Credit Numbes Grade Received
IE Sem 1 1 101, 102 10 C-4 PF-3
D-1 wpr-2
Sem 2 6 B~-3 F-=-2
. C-1
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- Number Credit - Number Grade Received
Sem 3 8 B-1 D-2
c-2 F-3
IIE Sem 1 ' T c-4 Fr-2
Ww-1
Sem 2 1 102, 203 9 A-1 F-3
C-5
Sem 3 11 B-1 P-4
C-5 D-1
IIIg Sem 1 1 101, 102 29 B-9 I-1
C - 19
Sem 2 2 102, 203 16 B«-3 D-1
c-8 F-1
W-1l WF-1
Sem 3 15 B-8 D-1
C-L4 wr-2

The increased number of Incompletes issued in the ITIE group
is the result of a change in policy whereby students who received
a grade of "C" were allowed to take Incomplete instead and have
an additional 4 weeks before being examined again. Previously only
students with grades of "D" or "F" were allowed extra time. The
number of students who received “B" by this means indicates the

effectiveness of this procedure. Grades of "F" and "WF" are given

K only to students who fail to coplete the course without having

met the required levels of proficiency.

N . N . o
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In addition to the record of overachievement shown above, a
number of special students, not in the original groups, were allowed
to enroll in MCEF, of whom several were abie to obtain additional

credit as indicated in the table below.

Number Credit
IE 2 ‘. 102, 203
IIE 3 102, 203
IITE 1 102, 203

These students were, for the most part, students with a back-
ground in language study and with particularly high motivation. They
were allowed, by the flexibility of MCEF, to take full advantage of
their background and motivation and maske additional progress. In g
conventional course they would have been held in lock-step with weak-
er students and prevented from realizing their full potential.

These date point out quite clearly that MCEF was successful, at
least to'some extent, in providing a flexible framework in which
gifted or motivated students would be able to progress more.rapidly
while weaker students would be able to move at a pace geared to their
ability without being penalizéd. With regard to the overachievers,.
it should be noted that they constitute nearly 10% of the 100 or so
students who successfully completed MCEF in the three and s half year
trial run. MCEF students in turn constitute less than 10% of begin-

ning French students enrolling at Tndiana University. Were MCEF (or

™
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at least a course adapting the flexible sdministrstive framework of
the experimental course) generalized, one could expect that each year
more than 30 stu@ents could complete the three semester sequence in
one year, with resulting economy of student time and instructionsal
costs.

It might be argued that allowing students to refuse a grade un-
til they could score at least a "B" would result in s drastic lower-
ing of standards. However a student had the option of accepting an
Incomplete instead of a "C" only once. If, in the make-up examina-
tion he failed to meet the standard for "B", the student had to take
a "C". He received a second Incomplete for the work of the same sem-.
ester only if he failed to meet the minimum passing standerds. Gen-
erally, such students were eliminasted before the end of the course
and received an "F" or "WF". As concerns relstive severity of grad-
ing, Table 1 below clearly shows that there does not seem to be any
significant difference in the number of high grades ("A" or "B")
awarded. Keeping in mind, as will be shown in the next section, that
the E and C groups exhibited comparsble linguistic and scholastic ap-
titudes and that their overall achievement as measured by the final
test instrument does not differ apprecisbly, it can only ﬁe concluded
that significant differences in grade award reflect one of the avowed
goals of the course, to wit, to permit slbwer students to complete
the course in more than the normsl three semesters without penalty.
Accordingly, the number of "F's" received by MCEF students is much

smaller than that received by control group students. Very few "D's"

-
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A B C D F I A B ¢ D T
IESem 1| 6118 f2k] 1) 3] of 7esem1|12 |22l 13 ] 10
Sem 21 Liik|18! ol 3] o Sem 2] 5113120} 8] 2
Sem 3] hfio] 8] 1] 2| o Sem 31 5]12] 5] o] o
Totals |31Lji2i50) 2| 8] o Totals |22 147 | k6] 21 | 12
Lh Sem 11301371311 of 1| slzzesem2]13] o013 5 9
Sem2| 9]14l20] o] of 3 Sem2) 4] 91 6] 5] 3
Sem 3] 61 7]10} O 1 Sem 31 4] 7] 6] o] O
Total: 125138161} o] 4] o Totals 121 125|125 ]10] 12
IIiE Sem 1110114 /26) 5| 5| ofTT¢ Sem 1 )16 1013 8] &
Sem 2110113120 1] 4] o Sem 2 10| 6113})11} 3
Sem 34 61171 5] 2 1] 1 Sem 31 31 81 8] ol o
Toval: J26|4:is1] 8)ic ;4 Sotals J29 143 |34 19| 7
Zotgl Grade Award For sll Groups:
E 65 12&’16" 1cj22]10 ¢ f2 1105105150131 ] 3
Teble 1.

*Incompietas not yet all removed. Removed Incompietes have been
incorporsted ints gppropriate grade cstegories. Students who continue
at Indizna University musi remove their Incompletss within two gemes~
ters. Those Incompletes which heve not been removed, therefore, be-
long to students who hgve changed schools (in which a language is not
required) or have dropped out of schocl.
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have been granted; instead, students were given the necessary addi-
tional time they required to meet the minimum stendards without pre-
Judice. It is g demonstrated Positive feature of MCEF that students
are not generally pefmitted to move on to a higher level course with
the shaky contfol of the subject matter signified by the grade of
D",
6.3 Comparison of Achievement

6.31 Comparebility of Groups

6.311 Linguistic Aptitude

Because of the impossibility of assigning students to E or

C groups on the basis of a truly randomized or match-pair procedure,

we were forced to rely on the random character of course registration
at Indiane University. A Possible contaminating factor was intyro-
duced by the necessity of explaining to each prospective E enrollee
the nature of the "experimental course” and how it differed from the
conventional course, Particularly with regard to grade and credit
award. In the enrollment of the first E group, this requirement pla-
ced the MCEF staff in the untomfortsble position of having to "sell"
the course in the sense that students had to be told that the course
was not more demending than the conventionsl course and that they
would be able to make the transition to required second-and-third-
year French courses without any handlcap. We feared, however, that
students who were unsure of their ability to cope with an audio- ,

lingually oriented course or who had had less than happy contact with

foreign language learning previously, would shy eway from MCEF. Tt
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could reasonably be anticipated that only highly motivated and gifted
students would be attracted to the E sections.

To determine the comparability of the E and C groups, we décided
to rely primarily on scores obtained in the Carroll-Sapon MLAT bat~
tery which we administered during the first week of classes. Various
other measures were availsble: the AAT (Academic Aptitude Test ),
overall high school grades average, sex, age, previous experience in
foreign language learning, but since our study focused on the imple~-
mentation of a self-pacing partially self-instructional course rather
than a comparison of achievement resulting from two different instruc-
tional treatments, we chose to single out one factor that had proven
to be a good predictor of suctess in foreign language learningol T~
ble 2 shows that we were unusually fortunste in selecting B and C
geoups that appeer well-matched with regard to language aptitude. We
can be reasonably certain that differences in achievement at sll
points of the two glternstive three-semester sequelices can be ascribed
to differences in oversll treatment and that variations in the compo-
sition of the two groups being compared played no apprecisble role.

As g further check on the comparability of the E and C groups an
analysis of variance was performed taking each E group against the

corresponding C group. No significant differences were found.

6.312 Attitude and Motivation
At a somevhat advanced stage of our experiment, at the sug-
gestion of Wallsce E. Lambert, we deecided to colleect data which would

yield information about student motivation and attitudes.2 A question=-
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Table 2.

E} MLAT Mean
IEL  119.32

TE2  121.27
Ej Combined IE 120.37
= ICl 11k.52
EJ I2  119.10

IC3  107.08

ICh* 131.95
Ez Combined IC

Combined ITE#¥

Combined IIC

L8

Combined IIIE
Combined IIIC

Combilned E

Combined C

117.63

116.83
117.00

115.43
117.66

Pre-test Scores (MLAT)

Number

61

85

69
62

b 6k

117.5 194
117.4 215

*¥According to the original plan there would have been only three
control sections. The fourth (a group of superior students) was added
because of the relatively low scores of Control Sections l, 2, and 3.

¥¥The experimental design was modified to eliminate the veriable

of the number of assigned laboratory hours for E groups. It proved
difficult to maintain through three semesters a distinction which,
furthermore, did not promise to yield any interesting data.
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naire that féllowed Lambert's very closely was prepared and adminis-
tered to students of the IIIE group upon enrollment in the fall of
1963.3 Unfortunately, it proved impossible to present this question-
naire to the control group so that attitude and motivation indices
could not be used to help determine the comparability of the E and C
groups.

6.32 Preliminary Remarks

Before any attempt is made to compare the E and C groups with
regard to the proficiency they acquired in French, a closer look
should be taken at the problems associated with such comparisons and
the variables which could distort the conclusions.

It is evident that no two French courses have exactly the same
content. Structures and vocabulary presented by one course may be
omitted in another. The order of presentastion mey also vary from
course to course with the result that items common to two courses may
still receive different amounts of emphasis. Two courses may also
place varying emounts of emphesis on the several 1dnguage skills even
though they both set out to teach the same skills. One course may
insist on & high degree of accuracy in pronunciation and devote a
great deal of time to it, sacrificing, thereby, a certain amount of
time which might otherwise be devoted to another skill such as read-
ing. The other course migﬁt take the opposite tack and devote a
great deal of time to reading and tolerate less accurate pronuncia=-
tion.

Language proficiency is composed of many varied components so
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intricately bound together that it is difficult to separate out each
one for individual evaluation. For instance, it is impossible to
test a student's ability to recognize a certain structure without, at
the same time, testing his ability to recognize certain vocasbulary
items since the structure must be represented by sentences containing
vocabulary items. The student's failure to recognize a key vocabu-
lary item would result in his missing the question even though he
might be quite familiar with the structure the question was trying to
test. A student's failure to answer such a question correctly could
be interpreted either as unfamiliarity with the structure or unfami-
liarity with the key vocabulary items.

The attempt to test one language skill frequently becomes in-
volved in testing other skills. A test of listening comprehension
which requires a student to select among written answers assumes,
often wrongly, that the student can read those answers. Only if all
the students can read the answers perfectly and with ease is the read-
ing skill eliminsted as & varisble. Otherwise, the student who is '
eble to understand perfectly what he hears may still not be able to
mark the right answers if he cannot read the answers.

Because of the impossibility of equating two courses of language
study and be‘cause of the impossibility of making valid comparisons of
proficiency between groups which have been trained by different cours-
es, very few attempts have been made to do this.h The following com-

parisons are not in any sense intended to prove that either the MCEF

treatment or the conventional trestment is superior with regard to

g
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course materials. For the reasons stated sbove, no such conclusions
can be drawn from the data. The purpose of the present study, as set
forth in the proposal, was not to evaluate course materials, as was

commonly thought even auiiong some: of those associated with the admini-~

stration and evaluation of the study.5 The purpose of the study was

only to test the feasibility of & cértain administrative framework.
Different materisls were developed and used only because no one set
of materials was adaptable to both administrative frameworks. ‘Tne
comparisons presented below are given only as a rough indication that
the novelty of MCUEF course orgaﬁization did not have & detrimental
effect upon student achievement.

6.33 Testing Tnstruments

Our conclusions with regard to differences in achievement be-
tween the E and C groups are based on results obtained in the only
available test batteries prepared by an outside agency which we could
use as an objective stgndard.

At the time the project was begun in the fall of 1961 the only

sulteble tests wers the Educstional Testing Service (E1S) Sooperative

French Ligtening Test and the very traditionasl ETS Cooperative French

Test. As a consequence we were forced at the beginning to use spesk-
ing proficiency tests of our own constructipn. We recognized that
this was Aot desirable since our conclusions would almost certainly
be biased, but theré was no practical alterngtive.

In the fall of 1962 a brosder test battery that included tests

of speaking ability and writing proficiency, in addition to listening
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comprehension and reading ability, became svailable in preliminary
form at a lower level (destined for students with up to two years of
high school French) and at a higher level (destined for students with
up to four years of high school French). These test batteries, dis~-
tributed by ETS, had the added advantage of being baeked by the pro-
fessional organization of our field, the Modern Language Association
(MLA) and, in fact, had been developed under terms of a contract be-
tween the U.,S. Office of Education and the MIA. We adopted these
tests as our criterion as soon as they became available to us and
first administered them at the end of the first semester of 1962~
1963 school year. The higher level form of the test was administered
to the IE and IC groups (then at the end of their third semester) and
the lower‘level of the test was administered to the IIE and IIC groups
(then at the end of their first semester).

Shorter modified versions of both MLA test batteries are now
avallable from the Cooperative Test Division of ETS so that we shall
not describe the composition of the constituent tests. We should
like to point out, however, that unlike the revised standard version,
scoring of the speaking and writing tests was performed by ETS, thus
ensﬁring a greater reliability than is possible when the scoring is |
attempted by local instructors.

The following tests were used at the first semester level.

1. IE and IC.groups. Fall semester 1961-1962.

~a. BIS Cooperative French Listening Test, Form A.

b. BEIS Cooperative French Test, Elementary Form R.

oo ey Tree e g e v iy B T s : B G Lt (' b ] el Auhacoul i asr ittt i e IR
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C. A locally prepared oral production test was administered

to the IE and IC group.

2. ILIE and IIC groups. Fall semester 1962-1963.

a. EIS Cooperative French Test, Elementary'Form R. .

b. y@A_Listening Comprehension Tegt, Lower ievel, Form A. Zg

c. Oral Production Test (prepared locally). =

3. IIiE and ITIC groups. Fall semester 1963-196k. L
a. MLA Ligtening Comprehension Test, Lower level, Form A. g

Ld

b. MA Reading Test, Lower level, Form A.

(=3

c. A speaking test prepared locally in which students were

required to perform grammatical transformations, answer

(.3

and ask questions within prescribed time limits.

S

The following tests were used at the second semester level.

1. IE and I groups. Spring semester 1961-1962.

B

a. EIS, Couperative French Listening Test, Form B.

b. ETS Cooperative French Test, Elementary Form Q.

c. A locally prepared battery consisting of the following

parts.

1. Oral Comprehension

'l
[.i!
]

a. Ural Comprehension.

b. Recognition of grammatical signals.

%
&j

c. Phoneme discrimination.

2. Oral Production.

3. Structure of French and related cultural items.

gg
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2. IIE and IIC groups. Spring Semester 1962-1963.

a. MLA Listening Comprehension Test, Lower level, Form B.

b. MLA Speaking Test, Lower level, Form B.

c. MLA Reading Test, Lower level, Form B.

d. MLA Writing Test, Lower level, Form B.

3. IIIE and IIIC groups. Spring semester 1963-196L.
Same tests as given the IIE and IIC groups.
The following tests were used with all three groups at the third
semester level.
a. MLA Listening Comprehension Test, Higher level, Form C.
b. MLA Speaking Test, Higher level, Form C.
c. MLA Reading Test, Higher level, Form C.

d. MLA Writing Test, Higher level, Form C.

6 6.34 Discussion of Tests

The fact that we changed tests during the course of the
project made comparisons between groups virtually impossible
except at the end of the third semester when zll groups tock the
same battery of tests. This, coupled with the fact that the com-
parability of the E and C programs of study was at its highest,
in terms of skills taught, at the eiid of three semesters, led
us to restrict formal comparisons of achievement to the third
semester level. Interim testing at the end of the first and
second semesters was carried out, but used primerily for our
own information.

As it turned out, none of the ETS-MLA tests used applied

equally well to both groups. The discussion of each of these
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types of tests will indicate some (but certainly not 8ll) of the

invalidating differences between the groups.

1.

Listening compreherision. The greater amount of time
devoted to this skill by MCEF students was an advantage
on these tests, though it was offset by their smaller
vocabulary and more limited repertoire of structures.
MCEF students had been trained to comprehend very rapid,
informal French (a more difficult style to master), but
any superiority they might have been supposed to have
in this aresa was not measured by these tests since they
were spoken slowly and formally and allowed lohg pauses
for the choice of answers so that immediacy of compre-
hension was not measured. The greater emphasis placed
on reading in the conventional program was an advantage
to the U groups since the test required the students to

make choices among written answers.

2. Speaking. The speaking tests, in general, tended to

favor the MCEF students since they had devoted more time
to the skills tested and were moré accustomed to the use
of the language leboratory where the tests were adminis-
tered. These advantages were again partially offset by
their limitations of voecabulary and structure, by the
fact that these tests were also presented in slow, formal
style to which they had not been trained, and by the
factitthat the tests did not measure.speed of response or,

in general, fluency.
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3« Reading. The reading tests clearly favored the students
of the conventional pﬁogram where more emphasis was placed
on this skill. Again, their larger vocebulary was an ad-
vantage.

L. Writing. Writing tests again favored the studenmts of the
conventional groups for much the same reasons gs in the
réading test.

The study of the correlations brought to light some interesting

data regarding the MLA French proficiency test battery. The corre-

lations between the four tests of the battery are very high.

Resding Writing Speaking
Listening 0.899 0.869 . 0.87k
Reading 0.910 0.903
Writing 0.849

The high correlsticns between the tests of the battery strongly
suggest that the tests do not each test a separate skill, as is
claimed, £ut that all the tests measure the same skill or set of
skills. A cursory examination of the tests suggests that the skill
of reading which is common to all of them might be the skill tested
primarily by this battery of tes@s.

Information perhaps as valusble as performance in achievement
tests might have been obtained had peycholinguistic tests of the
type developed and used by the University of Colorado German Experi-

ment6 been available for French. These tests attempted to probe




into two areas of psycholinguistic response:

180.

degree of habitustion

-~

—
Lz

J

8t the semantic level and motivational and attitudinal factors.
The first area which makes use, among others, of techniques re-
sulting from the application of Charles E. Osgood's concept of
the semantic differential,7 would provide information with regard
to the relative depth of acquisition of the structures of the

target language community, in particular, and foreign cultures,

in general, had been modified in the brocess of learning the for-
eign languasge and whether the instruction had caused a shift in

motivation from, say, the instrumental to integrative orientation.

6.35 Comparisons of Achievement
Test score data were procesded at the Tndians University

Research Computing Center.

for all comparisons.

The F ratio obtained from the analysis of

Analyses of variance were obtained

variance was used as the test of significance.

6.351 IE Versus

l. MLA Listening (omprehension Test, Higher level, FPorm C

IC Groups

B Ic
Number of Cases (IV) 25 23
Mean Score (M) 20.7 22.6
Standard Deviation (S.D.) 6.1 5.2
F ratio 1.26 (Not significant)
~
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2. MLA Speaking Test, Higher level, Form C

1E Ic
N 25 21
M h9.1 46.6
SeDo 1k4.67 8.9
F ratio 0.46 (Not significant)

3. MLA Reading Test, Higher level, Form C

1B IC
1} 21 24
M 16.3 25.7
s.D. b2 6.0
F ratio 36.5 (Significant at
.01 level)

L, MA Writing Test, Higher level, Form C

IR IC
N 2l 2l
M 45.5 54,k
S.D. 18.0 11.9
F ratio k.09 (Significant at
.05 level)

The differences in reading and writing which favor the control
group reflect the greater emphasis placed on those skills in the con-
ventional program. The difference in favor of the E group in spesking,
while not statistically significant, parallels and increased emphasis
on oral skills in the experimental program. The mixed nature of the

listening test (see sbove) may account for the fact that the E group

T




182.

did not perform better than the C group as one would have oﬁher;

wise have expected them to.

6.352 IIE Versus IIC Groups

1. MA Listening Comprehension Test

IIE 'TIC
N 2l 1L
M 20.7 - 22.0
sD. 7.2 6.7
F ratio 0.3 (Not significant)
2. MA Speasking Test
IIE TIC
N 22 13
M 53.6 52.8
S.D. 11.5 11.9
F ratio 0.04 (Not significant)
3. MLA Reading Test
TIE TIC
N | 21 15
M 18.1 26.5
S.D. 5.6 3.5
F ratio 25.88 (Significant at
.0l level)
b, MLA Writing Test
IIE IIC
N 26 14
M 47.3 53.0
S.D. 14.1 12.7
F ratio 1.60 (ot s;gnificant)
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The same péttern is found here as with the IE and IC groups

except that the IIE group has shown a gain in the writing test

to the point where the difference, though still in the favor of

the IIC group, is no longer statistically significant.

6.353 IIIE Versus ITIC Group

l. MA Listening Comprehension Test

N

M.
SeDe

F ratio

2. MLA Speaking Test

N

M

SeDe

F rgtio,

3. MLA Reading Test

N h
M
SOD.

P ratio

Y. MLA Writine Test

IIIE IIIC
22 14

25,0 23.9
8.7 6.5

0.15 (Not significant)

IIIE IIIC

2l 15

60.2 53.7 |
12.6 11.8

2.56 (Not significant)

IIIE IIIC
23 13
20,0 25,1
h,7 T.7
6.13 (Significant at
.05 level)
IIIE IIIC
23 1k

47.1 61.3
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S.De 13.5 15.7
F ratio 8.47 (Significant at
.01 level)
The pattern is similar to that shown by the IE and IC groups
except that the IIIE group performed better than the ITIIC group in
listening comprehension though thé difference is not significant.

6.354% Combined E ¥ersus Combined C Groups

1. Listening Comprehension Test

B C
N TT 53
M 219 23.8
S.D. Tl 9.8
F ratio 1.63 (Not significant)
2. MLA Speaking Test
E C
i o 19
M 54.3 50. 4
S.D, 13.7 10.9
F ratio - 2.65 (Not significant)
3. MLA Reading Test
B C
N 76 55
M 18.2 25.8
S.De 5.2 5.8
F ratio 63.6 (Significant at
.01 level)
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h., MLA Writing Test

E C
N 76 55
] M | 46.6  55.7
S.D. 15.4 13.1
1 ’ 3
» F ratio 12.6 (Significant at
' .0l "level)

™
S

The performance of the combined E and C groups shows the same

general pattern of achievement as was shown by the individual groups.

These comparisons are summarized in'Tables 3 and &4 below.

g} 6.36 SComparison of Experimental Treatments |
. \

ﬁq To 2valuate the effect of the variations in materisls and

Loy

U

course organization that were used with the experimental groups

ey
e

the achievement scores of the three E groups were compared using

':; the same procedure as 'sbove.

d €.361 IE Versus IIE !
a 1. MLA Listening Comprehension Test

- IE IIE

B N - 25 24

M 20.7 20.7

U S.D. ' 6.1 7.2

& F ratio 0.00 (Not significant)

w3 2. MLA Speaking Test

N 25 22

B M 49,1 53.6 ,
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Comparison of Experimental and Control Groups

Mean Scores

MLA Listening Comprehension Test - Higher C

25.0

22.6 o ) 20.0 ' -+ 23.9
20.7. 20.7
IE Ic TIE  IIC IIIE IIIC

MLA Speaking Test - Higher C

60.2
53:6 5.8 23.T
49.1
ws |
A
Im IC IIE TIIC , IIIE  IIIC
Table 3
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MLA Reading Test - Higher C

16.3 18.1

*%¥26.5 %05.1

20.0

IE IC ITE

IIC IITE IIIC

MLA Writing Test - Higher C

IE 1IC IIE

% Difference significant a*
*¥% Difference significant at

[ TR IET Ty T RTINS e et

k7.3 k7.1

3.0

TIC ITIE  ITIC

.05 level
.01 level

Table b4
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{z
IE ITE »
s.D. 14,7 11.5 u
F ratio 1.33 (Not significantﬁb ",;
3. MA Reading Test =
IR ITE
N 21 2L
M ' 16.3 17.5
S.D. h.2 5.9 g}
F ratio 0.58 (Not significant)
L. MLA Writing Test .gg
IE ITE :
N ; 2k 26 g:
M z 45,5 h7.3 gﬁ
S.D. 3 18.0 141 -
F ratio 0.15 (Tot significant) gz
No significant differences were found between the IE and IIE gz
groups though the IIE group shows slight gains ih all areas except
listening comprehension. |

6.362 IIRE Versus IIIE

l. MA Listening Comprehension Test

iIE” ITIE
N o 22 .
M 20.7 25.0-
S.D, : T.16 8.8
F ratio | 3.33 (Not significant)
i
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MLA Speaking Test

N

M

S.D,

F ratio

MLA Reading Test

N

M

S.D.

F ratio

MLA Writing Test

N
M
SeDo

F ratio

ITE
22

53.6
11.5

IIE

2k

17.5
29

IIE
26

k7.3
1h.1

IITE
24
60.2

12.6

IIIE
23
20.0

.7

IIIE
23

h7.1
13.5

3.46 (Not significant)

2.69 (Not significant)

0.00 (Not significant)

Again there were no significant differences between the IIE

and IIIE groups, though the IIIE group shows increases in mean

scores in all areas except writing.

6.363 IE Versus IIIE

l. MLA Listening Comprehension Test

IE ITIE
N 25 24
L4
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M
S.D,
P ratio

MLA Speaking Test

MLA Reading Test

N
M
S.D.

P ratio

MLA Writing Test

N
M
S.D.

F ratio

R L e

wNrr ey r'rx** '“"ry I

B e te B

20.7
6.1

3.86 (Not significant)

25

ho.1

14.7
8.04

21
16.3
h.2
7.71

2k
45.5
18.0

0.13 (Not significant)

IITE
25.0

8.7

IIIE
2k

60.2
12.6

(Significant at
.0l level)

IIIE

23

20,0
L7

(Significant at
.01 level)

IIIE
23
h7.1
13.5 .
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The IITIE group obtained higher mean scores on all four measures
than the IE group. The differences in Speaking and Reading are statis-
tically significant. These analyses indicate g general increase in
proficiency with each successive group of students which we attribute
to reviéions in the materials and modifications of course organization.
These comparisons are summarized in Table 5.

The coefficient of correlation between our final measures ang
a variety of initial measures was obtained to see if we had any mea-
sure which would effectively predict success in our self-instructional
context.

The following initial measures were used:

Modern Language Aptitude Test

Previous stﬁdy of French
Previous study of other languages
College Aptitude Test battery
Rank in High School class
Cumulative grade-ﬁoint average at IU
The following final measures were used:
MLA Listening Comprehension JTest, Higher level, Form C
MLA Reading Test, Higher level, Form C
MLA Writing Test, Higher level, Form C

MLA Speaking Test, Higher level, Form C

French 101, 102 and 203 grades
No correlations high enough to be useful as predictors of
Success were found. The highest correlation (r= 0.43) was between

the MIAT and FlOl grades. This is considerably below the predictive
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capacity claimed for the MIAT in thé manual.

The rather low predictive capacity in this instance may be
attributed po the skewing of the curve of the distribuvtion oI
scores which has been observed in testing students who have learned
through a program. The ndfmal bell~-shaped curwe tends to be dis-
torted with a majority of the students at the top of the range
and only a relatively %ew at the bottom of the range.8 The effect,
of course, is produced by the larger proportion of students who
successfully complete programmed material. Since aptitude tests
are validated using populations with a near normal distribution
the skewed distribution in a programmed course mekes the test
appear less valid.

6.37 FSI Test

Through the auspices of the Center for Applied Linguisties
and the Defense Language Institute (DLI) a random sample of IIIE
and ITIC students were administered the FSI' (Foreign Service Insti-
tute of thé Department of State) and DLI French proficiency tests.
Since ié includes both spoken proficiency and reading-trapslation
sections the FSI test provides additional data in evaluating the
relative overall proficiency of E and ¢ students.

The FSI Speaking (S) rating is based on the joint evaluation
of oral comprehension and production by a trained native speaker
and a linguist. Scores are relative to a continuous eleven point.
scale ranging from §-0 (no sbility) and §-5 (native speaker profi-

ciency). Ratings are described in approximate functional terms.

ap - e e o T I L R T T B e gy e




19Lk.

8=3, which defines the minimum oral mastery in a FL required by
the Department of State, signifies a control of a FL sufficient
to carry out official funetions and to discuss any topie with a
minimum of glaring grammatical errors and fairly accurate pronun-
ciation. FSI evaluators assign‘ratings on thé basis of overall
intra-subgective impression and a weighted check-liét scale meas=-
vring pronunciation accuracy, fluency of phonation, comprehension,
grammatical accuracy, and scope of voeabulary. The FSI S-rating
is highly reliable at the 3-level, but reliability decreases as
the scores move away from the center of the scale.

The FSI reading-translation rating (R) is based on. a series

"of graded text selections in French. The student is required to

read silently and then ﬁpanslate viva voce in English. Texts of
increasing difficulty are presented to the subject to the point
where he cannot produce an acceptable translation. As for the
S-rating FSI R-ratings are most reliable at the 3~level and pro-

gressively less reliable at both extremes.
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The results of the FSI S and R ratings are presented below

in Table 6.

Compafisons of IIIE and IIIC

FSI Speaking and Reading-Translating Ratings

FSI S-Rating
O+

1

FSI R-Rating
O+ |
1
14+
2

24
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Table 7 lists the group means, the F-ratio based on an analy-

sis of covariance which equates the ITIE and ITIC groups on the

£33 3

MLAT scores, and the level of significance of the observed differ-

ences for all external post—téét measures employed; the number of

d

cases is indicated in parentheses. The analysis was carried out

by the Center of Applied Linguistics Clearinghouse for Self-Instruc-

tional Language Materials Staff.

Group Means Covariance Level of
Tests BE Students C Students F-ratio Significance -
MLA - Lower level . E}
Form A %
Listening 23.67 (12)" 26.79 (14) 2.23 n.s. E}
Reading 18.75 (12) 28,93 (14) 17.91 .01
MLA - Lower level i
Form B , g}
Listening 31.00 (12) 28.83 {12) 0.4 n.s.
Speaking 63.83 (12) 51.83 (12) 9.88 .01 ]
Reading  31.67 (12) 35.75 (12) 5.1 .05 =
Writing. 60.92 (12) 69.83 (12) 3.17 (.10) M
MLA - Higher level o
Form C -
istening 25.67 (12) 23.67 (15) 0.67 n.s. {3
Speaking  63.25 (12) 55.00 (14) 6.37 .05
Reading 21.75 (12) 25.07 (15) 3.59 (.10) E}
+ Writing 52,00 (12) 60.53 (15) 2.93 (.10)
ATPT (L) 30.36 (11) 31.47 (15) -0.39 n.s.
ATPT (R) ¢ 28.27 (11)  33.47 (15) 7.29 ©,02
FSI (8) ~1905 (10) 1.07 (15) 0.09 NeS. Eﬁ
FSI (R) 1.20 (10)  1.83 (15) 5.45 .05 o
Table 7 [}




197.

It is difficult to reach coneclusions from so small a number

of cases. It appears that the FSI S-rating scores contradict the

£

MIAT Lower and Upper Level Speaking Tests, but it must be kept in

mind that the most proficient IIIE students who had completed the

course at the end:of two semesters were not available for testing.

Also some of the IIIE students tested failed to receive credit for

F203 and might have performed better at the end of their stay in

£
. l':

MCEF. Finally, the number of IIIE cases is 50 per cent smaller

3

than that of IIIC cases.

3
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- Notes

1 . .
Particularly, Pimsleur, Paul; Mace, Larry and Keislar, Evan,

Preliminary Discrimination Training in the Teaching of French Pro-

nunciation, University of California, Los Angeles, 1961 (Report
of USOE Contract SAE 8950) and Scherer, George A.C. and Wértheimer,

Michael, A Psycholinguistic Experiment in Foreign Language Teach-

ing, New York: MecGraw-#ill, 1964 (Report of USOE Contract SAE 8823
"Extended Classroom Experimentation with Varied Sequencing of the
Four Skills in Germsn Instruction").

28chever and Wertheimer, Chapter 3.

3such a queétionnaire was used by Lambert in "Measurement of

the Linguistic Dominance of Bilinguals," Journal of Abnormal Psy-

chology, 50:197-200 (1955).
Ypor the most comprehensive and valid attempt to date, see

Scherer ani Werthsimer.
"OMhe aims of our study as presented in the project plan were:

To investigate the problsms, administratiwe and pedagogi~
cal, presented by a basic FL course where the students are
allotted the high number of contact hours (500-600) required
for the acquisition of gudio-lingual skills and where the
individual student proceeds at his own learning rate but whichs
(1) is compatible with a liberal arts education and allows
the student to pursue other studies simultaneously; (2) is
comparable to the traditionsl course with regard to instruction-
al costs; (3) retains personal student-instructor contact.

6See Scherer and Wertheimer, Chapter 5.
7Osgood, Charles E.; Sucli, George; and Tanenhaum, Percy, The

Measurement of Meaning, Urbana, Illinois; University of Illinois

Press, 1957,
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. 8D§terliné; William A., "Human Systgms ahd Programmed Instructign;"

iniPrograms, Teachers and Machines, de Grazia, A. and Schn, D. A,, 1962

(Bantam).
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7. -fﬁsﬁructor'énd.Student Reactions

Ey

T.1 Instfuctor Reactions

The graduate asscciates selected to teach the MCEFR display
sessions fell into two broad categories: experienced instructors

and neophytes. The former, because of their dissgtisfaction with

.conventional teaching sxperience, were initially sympathetic to-

ward the new approach. How successful these iFstructors were was

/
determined to a considerable extent by their degree of proficiency
, ;

in spoken French and by the depth of their cémmitment td language
teaching, particularly to that aspect of *he profession which deals
wiph the preparation of pedagogical materials and the implement-
ation of instructionsl techniques. Neophytes were quite appre-
hensive and sceptical at first. They questioned, particularly,
the ability of the "machine" component of’zhe course to impart
good pronunciation and fluency in oral expression. All of them
eventually became quite enthusiastic about the new approach and
were convinced of the eventual practicality of a foreign language
method utilizing self-instruction and freeing the studen£ from
conventiongl lockétep progress. Many of those who witnessed the
acquisition of pronunciation accuracy superior tc theirs on the
part of a sizable group of students were ready to accept the

"machine" as a partner. Again, the most enthusiastic neophytes

were those who possessed initially a high degree of proficiency
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in spoken French and who were suff1c1ently prepared and 1ntere=ted
in matters pedagoglcal and llngulstlc to make p051t1ve contrlbutlons
to various aspects of the project rather than merely to follow
directives.

A;t,ihstructors were invited to comment freely on all features
of the course during the regularly scheduled weskly meetings. They
were also asked to prepare a brief evalustive statement that stressed
their reaction to the new role MCEF imposed on the teacher and their
relationship with the self-instructional component of the course
and the student.

‘For most graduate associates what distinguished MCEF from French
courses they had themselves taught or had been subjected to was the .
attempt to come directly to grips with teaching problems and to de-
fine very honestly the nature of the classroom teacher’s contrlbutlon
to the foreign language learﬁing process s

MJEF hgs 1mpressed me as & step in the direction of

31ncer1ty in the field of elementary language instruction.

All too often in beginning language instruction the student

is exploited byhbelng told that he is being taught when,

in reality, his textbook presents him with only a list of

what he is to learn and a set of puzzles, but with next to

no help in learning. The teacher may try, if he is sincere,

to teach the student, but with inadequate materisls and

twenty~-five students in the class, frustration is bound to ‘

be his lot,

‘MCEF, on the other hand, tries sincerely, though im-
perfeetly, to teach the student rather than just requiring
him to learn as best he can.

All participsting instructors soon came to realize that by elim-

inating rote memorization and drill from the classrooﬁ, the teacher's
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task became at the same time more interesting but more demanding.

In MCEF the teacher could assume that the student had'acquired

and could manipulate new linguistic patterns. He also knew that

the student had been exposed to the authentic pronunqiation‘and

s

native fluency of a variety of recorded speakers. On the one hand,

he knew that his responsibilities were limited to vefifying pro-

L |

nunciation and helping students, whose power of mimicry and phonetic

memory were weak, to closer approximation of correct models, but

e

_ on the other, he soon discovered that the giffed student was quick

i

to notice deviations from the correct model provided by the "machine". ' K;

It is generally assumed that a total control of the contrastive

‘ material of a language and fair imitation of secondary phonic feg-

tures are acceptable minimum prerequisites for FL teaching at the

elementary level, and that grammatical patterns and vocabulary can

€3

be acquired as one goes along. Our experience with MCEF suggests,

on the contrary, that the reverse priority of skills is required.

o3

Pronunciation innaccuracies on the part of display session instruct-

ors are undesirable not because the student who has intensive ex~-

posure to native models in the language laboratory risks being

e

conteminated, but because they slow up the instructor's rhytpm

of phonation. Genuine conversation requires spontaneous and rapid-

fire reactions among interlocutors, and in this context a two~-second

silence can seem an eternity. If the instructor is to involve the

&3

students in some sort of conversational activity and bring them

£3

to "behave" the langusge as they speak, he must produce sentences

at a rapid rate that demands gutomaticity of generation. Unless

<
- m
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the instruqﬁor has.previously acquired the apility to.generate

'grammatically‘correct and stylistically congruenf sentences and

only these sentences--and this represents g high level of achieve-
ment indeed--he will provide incorrect mOdels'for student analogies
and teach Franglals, a language spoken unfortunately in too maﬁy

of our French classrooms, rather than elicit the genuine French
taught by the auto-tutor. While most of our instructors were con-
scious--often t99 gélf-conscious:;of their deficiencies at the

level of pronuncigtion, they failed to reslize their shortcomings

in the higher levels of French syntax. Many commented that MCEF
constituted an "existential"'method of iﬁstruction since the teacher

was forced to bare his competencies--or lack of them--before his

students and could not seek refuge behind many of the fagades con-

ventional FL teaching affords. .

The new role of the teacher in MCEF presents, a
challenge to the teacher to be competent and prepared
since, if he follows the intent of the program, he cannot
cover up his insdequacies with lengthy technical dis-
cussions of grammer points and other things with which
it is customary to pad out a conventional class. The
unexpected turns of free conversation meke 1t impossible
for the incompetent teacher to teke refuge behind a
neatly delinested lesson plan.

Suprisingly, it was felt that the initial stage of MCEF, the
stage when the student must be'led to converse with a small linguistic
inventory, was the most difficult for instrucéors used to conventional
teaching.

Participétion in MCEF as a display séssion instructor
presupposes the following limitations which differentiate 1t

from traditional teaching of conversationsl French: a thor-
ough knowledge of the specific material that the student
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acquires in the laboratory. '(In traditional teaching,
the instructor draws at random from his experience and
general knowledge of the subject matter.) Since the
instructor is dealing with a limited amount of msterigl--
at least for the first several months--his role as
"teacher" is strictly delimited. The display session
instructor does not teach: he is an auxiliary to a
teaching machine; he is a manipulator and a coordinator.
Because the role of the display session instructor is
more clearly defined and hence more restricted than that
of the conventional role of the "teacher", it is more
difficult. Teaching MCEF is not only more difficult
because the instructor is restricted to a small body

of material which forces him to be more resourceful and
imaginative, but also because the traditionally oriented
teacher must repress and subordinste his previous role

. as "teacher" i.e., as the prime source of information

and sguthority.

In MCEF the teacher must learn to work as a member of g team,

the most important members™of which are the student and‘the self-

instructionsl materials.

-

’
/

it'may be to the ego, to play the title role.

MCEF made me reglize how much of & "ham™ one tends
to be in a traditional classroom situation {a role that
most teachers probably enjoy), but more gignificantly,
however, how much time an instructor (in a traditional
conversational French clags) wastes by doing most of the
talking himself. MCEF has clearly demonstrated to me
what should be obvious but which is more often than not
disregarded by most teachers: students can only lesrn
to acquire and control near-native fluency in the target
language if they themszlves communicste. MCEF hae drama-
tically shown that the display session 1s not a forum
for the instructor to display his knowledge. I again
make thig point since in my own case, subordination of
the conditioned role of "teacher" was difficult to over-
come. In a way--perhaps because the ham actor instinct
was not entirely repressed--I had to assume the more
passive role of a "manipulator" of structure. The dis-
play session instructor then acts rather like a behind-
the-scenes politician. In this sense, the instructor,
while controlling his students, lets them in a way
become his mouthpiece. This more than mekes up for the
loss of ego or prestige or what-have-you that the tra-
ditional teacher fuces when he reslizes that playing
the part of the behind-the-scenes politician is far ./
more challenging thak that of the front running cendidate.

Hie must repress the urge, as soothing as

&3
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2 ¢

- Compensation for a moreé reduced function comes in the form

' of the realization that MTEF makes it reélly possible for the stu-

dents to use the language.

£33

One of the most satisfying aspects of the MCOEF
program is that the instructor receives s ready-made
package when his students are sent to him for s display
session. His "charges" have already absorbed a certain
amount of structure and phonology which has been taught
by the machine. The display session then becomes g
period not of classroom drill (which is inevitable in
a traditional classroom situation) but a period of real
conversation. Although the parallel is outrageous, a
fellow instructor remarked that letting the machines
do the dirty work of drill and teaching would slmost
be as good as getting a baby only after diaper service
was no longer needed. His point is well made. Teeaching
mechanical things is sheer drudgery. Teaching conver-
sation becomes enjoyeble and profitable only after some
mastery of the fundamentals has taken place. This the
machine dces in MUEF remesrkably well. IMsplay session
time is left for better things than drill.

o S oo |
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I have never before experienced the situation of
near-natural conversagtion in a traditional class. Con-
versation courses I have taken myself and have taught
never went beyond the most artificial of contrivaences--
too much time had to be spent in the mastery of funda-
mentals. In MIEF, students were sble very soon to
transform patterns that they had learned in the lab-
oratory into correct sentences in the display sessilons.
This often resulted in highly suczessful verbal duels
among the students and a feeling of resl accomplishment
on the part of student and instructor alike. Because
of continuous conversation (and the informelity of the
" display session itself) the student soon lost the initial
2 self~consciousness he may have started out with.

£33

All instructors felt that one of the weaknesses of the program
was the inebility of the displey session teacher to have a complete

view of the course from start to finish. Because materisls were

constantly in the progess of revision, it was impossible to put

E} the complete course syllabus in the hands of the instructor. Students
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soon becagme éSnditioned to think of'the course ob.jectives in terms -
of';'spgcific'numﬁerof units which had to be comfleted. Often it
proved impossible to tell the student the nﬁmber of units which had .
to be completed; and it was equally impossible to tell him how many
units the course contained or how many could be considereﬁ to be
equivalent to a credit-granting norm at”thé end of a semgster.

Weaknesses of MCEF, as it has been used so far,
include our inability to state specific goals for the
students in terms of how much they should expeet to
learn in a given period of time, resulting in a con-
tinual uncertainty on their part. Uncertainties with
regard to policy as it evolved slso hampered the effect-
iveness of the program. These weaknesses should be
taken care of in order to achieve Wmaximum effectiveness
from the program in an operational context.

These uncertainties resulted from the very ailms of our projects

the "evaluation and implementation of & Multiple~Credit French course."

Administrative policies had to be formulaﬁed with due consideration
to the reglities s large university context imposed and solutions
which became unwieilidy or unjust had to be modified.

One of the sources of student and instructor dissatisfaction
was the necessity of awerding grades ranging from "A" to "¢" and
the fact that two students who both received credit for a semester's
work might receive different grades due to the fact that one had
assimllated more--and generally more fully--units of the material.

Discussion of the program lesds to consideration

of the goals. It would seem thst the program's goals

need to be clarified and more fully explained to the

students. , There was a great deal of misunderstanding

on the part of students sbout what was expected of

them last year. Students somehow, through misunder-
" standings, no doubt, thought at the begilnning of the
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' year that they were to be Judged éntirely on their own
 merits and their own mastery of the subject; that is),

that a student who completely mastered 5 units, working
at his own rate, could meke the same grade as a student
who completely mastered 10 units, provided that both
students were working up to their own capacities. Such
-an arrangement would be ideal, but it is, unfortunately,
not the case. Students are, in fact, compared to other
students. 1In the situation mentioned, the two people
would not make the same grade. At any rate, studdnts
were under. this misconception last year and it caused
quite a lot of tension between students ang display
leaders. Meny students felt that they had beeh deliber-
ately misled, and displsy leaders were often placed on
the defensive in an effort to clarify the goals and ex-
plain to the students what was expected of them and what
was meant by the term "working at one's own rate." This
was difficenlt to do since the goals were not always clear,
even to the display leaders. Moreover, the leader's lack
of certainty tended to cause a breakdown in the students'
confidence in the leader} such confidence is one of the
essential elements of the display sessions. Nothing is
more disconcerting to a student, whether "good" or "bsd",
than feelling that the teacher is only vaguely aware of
classes' goals and futiure material and program.

Some instructors who considered that the function of an exam-
ination was to evaluate how much of the mglerial presented in class
can be regurgitated by the student, and that, in turn, one of the
duties of the instructor was to "ersm" the stuéent for examinations,
stated that the use of external tests not being made available to
the teacher prior to sdministration constituted a weakness of MCEF.

Various rotation schemes wers attempted to give students the
opportunity of contact wlth a variety of instructors: native speakers
and American born, neophytes and instructors with previous teaching
experience, instructors with a definite commitment to audiqlingu&l
oriéntation or the use of programmed instruction and others who

were neutral or & bit sceptical. Seldom did the same Display Session
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groﬁp remain unchangedAfhrbughouf’a compléte semester andtcome
in cﬁntact %ith'oﬁly one instrﬁctor. Obinions were mixed on the
part of display session instructors in regard to the optimum
rotocion scheme. Most instructors félt that to restrictvinstructor
rotation would minimize insecurity on thé part of the s%udent,
but all agreed that to return to the conventional scheme .of one
course~one instructor would éeriously limit the student's ability
to transfer skills acquired in the artificial classroom enﬁiron~
ment to the natural communicstion situation where he would be con-
fronted with individual speech patterns that differeq considerably
from those of his display session instructor.

L d

Perhaps it would be g further advantage to the
students if display leaders could rotate classes
rather than remain with the same one'.throughout the
semester. During staff meetings it was learned that
all leaders used more or less the same techniques,
but each lesder probebly favors certain technliques
above others. Rotation would insure students sgainst
becoming used to the speech habits or teaching techni-
ques, topics and methods of approach of one person.
We feel quite Justified in concluding that the reasction of
the human component of MUEF was unquestionably positive and that
any fairly competent and tonscious teacher can very quickly learn
to modify his conception of his role to make room for the teach-
ing machine. Freed from rigid course schedules and relieved from
tasks that taped native models, machines and specislists in the
preperation of materials can do mdre eff'ectively, our teaching
associgtes felt more conflident and self-relisnt than in theilr

previous traditional role as sole master of a class, even though
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they were subjected to constant 8bservation and constructive criti-
cism. More important still, they derived greater satisfaction from
the more effective audiolingual training the course permits and the
more personal teacher-student relationship of the display session.
Thgre could be no greatesr tribute than that,paid by instructor D,
considered the outstanding teaching associate in the traditional
program prio;‘to her volunteering for the Multipié Credit program.
When offered a part-time teaching position in a renown ﬁSﬁeg's
college, she refused because: "I wouldn't want to teach French

except the Multipie Credit'way!"-

- 7.2 Student Reactions

Student reactions were elicited formally by inviting E students
to comment on various aspects of the course‘(materials, language
laboratory, display sessions, individual rate of progress, ete.)
upon completion of the program. The E3 group was also inviﬁed
to comment speCifically on the SEF programmed course at the end
of F102. Only about half of the students in the group answered
the questionnaire with care; the others were content with such
brief comments as "0.K.", "fine", etc. Many of the responses

of'fered constructive criticism and, in no instance, did any student

react in g négative way to all aspects of the course. At the bee

. &inning of the experiment some dissatisfied students complained

directly to the Department of French and Ibalian administrative
officers but these reactions were never communicated to members

of the MCEF staff except in the form: "students are complaining,”
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"a lot of students say thiey're not learning to read," "according 2
to the students the course is disorganized," ete. Here, it should éQ

be pointed out that the department does not have a formal channel

for sounding out student opinion of its own brogram of courses. It

is, therefore, impossible to Judge whether C students, if given

the opportunity, would have regarded the conventionasl elementary P
b
Sequence more Or less favorably than did E students with regard ®

to MCEF. Some students also voiced disapproval or strong endorse-

ment of MCEF directly to the College of Arts and Sciences adminis-

-~

- :
trative officers but the exact nature of these comments nor the éj

ratio of negative to positive reactions were never communicated

formally to the MCEF staff.

It was initiszlly feared that MCEF, differihg as it did from

e

the conventional approach in seversl ways, would meet severe re-

E73

sistance and dissatisfaction on the part of the E students. It
was hoped, however, that the .possibility to work at an individual
rate, with the édvantages it offers to both the more gifted and

the slow students, would offset the anxiety and suspicion that

radical instructional innovations evoke in students. The problem

was compounded by the faect that MCEF involved only a small fraction

of the students enrolled in the first three semesters of'French

and that quite naturally E students might resent their being selected

as "guinea pigs" for something new and untried. Tt must be kept in

&3

mind that experimentation with instructional brocedures is quite

s

rare in the teaching of foreign‘languages at the college level.

/
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Generally, experimentation has involved the entire population of

a language course or eveﬁ an institution's total foreign languaée
teaching program, so that there was only an E group and no corres-
ponding control group.8 In other instances, thée entire population
of a language course oi'program participated in an experiment as
either the E or the C group.9 Cf considerable importance in the
evaluation of student reactions is the fact that the department
administratively responsible for both E and C courses considered
the experiment a threat to the structure of elementary and inter-
mediate courses and was inclined to magnify student dissatisfaction
rather than to seek means to prevent it or reduce it when it mani-

fested itegelf.

T.21 Audiolingusl Emﬁhasis‘

The major problem was the fundamentsl incompatibility between
MCEF's emphasis on audiolingual proficiency and the department's
covert primary objective of reading proficiency defined rather

o

nebulously as the "ability to read the French literary masters

~in the original by the beginning of the third semester."” The

F101-F102 course description does mention that considerable stress

is placed on audiolingual skills, but final examinations do not
contéin any direct test of spoken'proficiency. Students who com-
pleted MCEF were required to take a three semester-hour reading course

to complete the language requirement. In this course audiolingual

Pproficiency was not generally recognized and E students were handi-

capped vis-a-vis students who had been enrolled in the conventional

L)
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elementary courses. In addition to & sudden shift of emphasis,

. E students had to adjust to lockstep teaching and a different
system of grade and credit award. Predictably, E students were g;
deeply concerned about the lack of training in reading in the .
early stages of MCEF and rightfully felt that they were being E;

treated unfairly.

7.22 Individual Rate of Progress

The ability of each student to progress at his own pace,

rather than being locked to that of the average student was clearly

the feature of MCEF that appealed most to participating students, {;

particularly the slower ones. In fact, the more gifted students Ei
tended to benefit even more from this feature since it saved them

time as well as money.

I like the way we are learning French. T think
it is much easier to be able to learn at your own rate.

.
E;

I thihk that the way we are learning French in the
lab is better than in an ordinary French clacss because
the material is not being rushed on you. You can go at
your own speed and I think this gives you a chance to
learn things better.

You have more individual attention; when you are
in a large group you might not pick up things as fast
as others.

7.23 Lack of Specific Goals

The flexibility of course structure introduced by freeing

individual students from dependence on a course outline was felt

€3

by many to have one disturbing side effect. Participating students

felt that they were cast adrift and that the course instructors

N B3
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and administrators failed to supply needed direction and orientation.
This feeling was shared by some of the display session instructors
and is best rendered by the following citation from an En student's

final report.

I feel like I and others have failed to learn in

this course for the simple reason that ‘the course never

set up definite gosls or a definite program of what the

course wae to do. I be_ieve that, in essence, this is

& good course. I like the method and had I learned more

T would say this course was a success. . .Lack of definite

goals by you left me with a lack of a definite goal.
Several factors contributed to this feeling of insecurity experienced
not only by mediocre but by some good students as well.

*

First, the materials prepared in'conjunction with MCEF differed
strikinglf\from textbooks and syllabi students used in previous
foreign language courses or other college subjects. All of the
various programs tried out with MOER contained neither tables of
contents, vocabularies, nor grammaticsl appendices and students
were disoriented by the obvious lack of precise, though often illu-
sory, road markers of linguistic progress. Second, at no time was
a complete threc-semester sequence of msterials completely ready
when & new E group errolled. It was impogsible for the members of
the staff to answer the most frequent question students posed;

"How many units of the material must we complete in order to re-
ceive full credit for the course?" Third, thé fundemental premise
of MCEF, nemely, that studgnts be permltted to progress at an indivi-

dual rate, made it impossible to publish class schedules and to force

students to adhere to them. In the last semester of the E3 run,
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we devised a procedure that seemed to satisfy the studénts' need

for some direction and control, without at the same time conflicting
with the educational philosophy of MCEF. 3Students were issued a
Progression Chart which listed the units of the materials contained
in the complete three-semester course. They were asked to fill in
the dates at which they realistically expected to conplete a given
unit of material. The Progression Chart was then submitted to

the course supervisor and display session instructors were required
to check periodically on student progress. If a student violated,
as it were, the contract he had freely entered into, he was scolded
by the course supervisor and pressure was put on him to make up
lost ground. This procedure promises to be particularly effective
for students whq have high linguistic aptitude but who seem incapable
of prolonged effort or independent study.

7.2k Credit by Examination

Perhaps the most demoralizing factor in the implementation of
MCEF was the determination of semester final grades and creditaaward
on the basis of performance on externsal objective examinations
rather than an examination based on course syllabi and content.
As expressed by an E3 student:

My major objection to the vrogram is that we are
not tested on what we have learned. It is like taking
a final exam in Greek History. If standard tests are
to be given to see how we compare with conventional
classes, this is fine. But when given this exam as a
test of what we have learned, it is definitely incongru-
ous. Tests for grades should be given over the material
covered-~-[they should not be prepared by] someone who
doesn't even know what we've had!
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The student is objecting primarily to the reading and writing
sections of the MLA Lower B battery which features examingtion
procedures not familiar to E students and which, at that stage
of MCEF, deal with tasks that have just been ihtroduced. This
comment also demonstrates vividly how thoroughly conventional
courses condition the student to the memorization of g finite
body of knowledge which is to be regurgitated at the end of the
instructional period.

7.25 Lenguage Laboratory

Students agreed universally that the numerous melfunctions
of the language 1aboratory.equipment were frustrating and time
consuming. The following comment summarizes the feeling of all

students (and instructionel staff). '

The machines and the trouble they caused were the
most outstanding drawback of the progream. The meschines
would often make the best study intentions seam useless.

=

Since students spend a minimum of five periods and generally

&3

a total of eight hours a week working in the language laboratory,

the lack of a language laboratory and electro-mechanical devices
suited to a course featuring heevy emphasis on audiolingual skills
and self-instruction no doubt constituted the weakest part of the
program and seriously reduced student learning snd enthusiasm.

The recordings used in MCEF were produced under distinctly
non-professional conditions. But given the fact that the flddlity
of the system was below recognized standards, the infelicities of

recording did not prove annoying to the students except when dig~
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crepancies between the recorded program and the student workbooks
were inadvertently introdﬁced.

T.26 Materials

As the E3 group was exposed to the most Formally programmed
set of materials, we shall orient ovr discussion primarily to
comments on the SEF programmed set of twenty-two units.

The student comments express, generally, mild enthusiasm
for the dialogues that both precede and end each SEF unit. Some
found that the dialogues introduced too many lexical items which
nad not previously been taught, but most thought that dialogues
were comprehensible upon the first presentation and yet challenging,
precisely because they required the listener to make educated
guesses. With regard to pedagogical progression of the material:
comments were varied and not always specific. Several students
commented that at times the progression of the presentation was
entirely too slow (no examples were given) although they acknow~
ledged the necessity of repetition. Five of the students expressed
dissatisfaction with the slow rate at which vocabulery items were
presented. These students felt that at the end of unit 22, a more
extensive vocabulary should have been gequired. ‘Two or three
students commented that they would have preferred an earlier intro-
duction of the negative form. A few students felt that they should
have been exposed to more than "two tenses". (This is only true
if by "tense” is meant & morphological paradigm. The two sets

presented were the present and imperfect indicative. But other

3

a3 3

& =3 I oD

3
3
b




e 2

3

L ol
3

D R e B i B S

——

-3

3 &3

3

-

3

2 O3

4

3

C 3 &3 &3

e\ e

means to express verbal modalities were taught: the passé compcsé

and a variety of infinitive model phrases, including the aller +
infinitive phrase.) Generally, the student reaction was favorable.
One student seems to have summed up what we believe most of the
others expressed in varying degrees:

I felt that the speed at which one could cover the -
material was greatly increased dus to the logical placement
of the introduced material slong with that which we had al-
ready covered.

Almost without exception, the students commented favorably on
the questions on the dialogues. Most of the students considered
the questions as a test or reference polnt. While the questions
were eesy, they provided &« conversation in context which seemed
to provide considersble motivation. Cne student had this to say:

These (questions on the dialogue) proved very
helpful to me. Not only did they aid in the under-
standing of the dlalogue and the materials covered, they
developed more of e "thinking-on-your-feet" attitude. The
student had no idea of what the next question would be~-
often on the’'tapes you can easily guess at the general
content of the next question. This made the student learn
the words instead of Just parroting them.

Students felt thet nsrrative passages wused for comprehension
practice were very helpful and that they should have been expanded.
Some comments suggest that the programming of new vocabulary items
left much to be desired and that the subject matter lacked zest and

interest.

I think thie (the comprehension) could be improved.
Too many new words for one reason. The whole base of
the context is something we've never heard before and
mekes it difficult to gain anything. If the context would
contain half or one-third new vocabulary, it would be
better. . .In an expanded form, it (the comprehension)
could be used very well to lncrease at least passive
vocabulery and enliven the subject matter.
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It was also felt that dialogue and narrative material should be

\

better integrated with display session practice.

The comprehension is one of the best and most
helpful parts of the material but in a way we let
it go to waste because we never used the vocabulary.
I think we should make active use of it iu the dis~-
play sessions by just using it in everyday conver-
sation or by retelling the story of the comprehension
in onr own words.

No unfavorsble comments were made with regard to the withholding

of the conventional spelling until Unit 5, but several students re-

ported that to finally see the spelling of words they had learned

was a welcome surprise.

More troublesome were inadequate dosage of leerning steps and

the inadequate control of some of the linguistic behaviors presented.

All students noticed that with Unit 11 the program shifted dis-

S

tinetly toward the introduction of e greater number of structures
and vocabulary items. The length of units doubled and trebled and

students commented that units sometimes seemed interminable. Students

were quick to note uncontrolled morphemic alternsnts, a particular

problem in French where much of the morphophonemic variation is det-

ermined by style shift. Students quite naturally came to believe

that the form first presented was the only correct one and were dis-

turbed by shifts from, say, /Zce vé/ to /¥ce v&/ (Jje vais) or, worse

still, from /Zce vé/ to [¥vé/ or /il &t a la pla¥/ (il est & la

plege) versus /il & & sinema/ (il est su cinéma).

Comments on the Second Level Units and the graded readers were

of a more inforwmal nature. The dialogue and narrative materisls

/
et
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presented in the Second Level Units were considered more inter-
esting and useful than those of SEF, although, on the other hand,
the presentation of grammatical structure through pattern drills

was felt to result in boredom and lack of concentration.

e e — e
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- Notes . !

1For instance, the Cornell University Division of Modern
Languages program described in J Milton Cowan, "The Cornell Plan
of Language Teaching," Hispanis 30:57-60 (L947); also Hispania
32:27-3% (1949), Modern Language Journsl 34:593-603 (1950) and
PMLA 47:38-46 (October, 1952).

2Par£icularly, the University of Colorado German Experiment,

see Scherer and Wertheimer.
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8. Administrative Reactions

The modifications in administrative procedures that-MCEF en-
tailed were expected to affect the:Uhiversity at three levels:
the system of grade and credit award, the registration procedures,

and the structure of elementary language instruction.

8.1 Grade and Credit Award

MCEF freed students from conventionsl lockstep progress by
making more liberal use of two administrative devices already in

use, the granting of the grade of "I" {Incomplete) to students

'who had failed to meet semester-final norms and of additional credit

by special examination to students who demonstrated mastery of the

- content of the next semester's portion of the course, i.e., of

the content of F102 for students completing the first semester of

the course or of F203 for students completing the second semester

 of the course. Credit by examination requires the payment of a

standard fee of five dollars rather than tuition fees proportional
to tﬁe number of semester credits earned, and in this way overachievers

were doubly rewarded. Of course, the liberalization of credit award

sity, but th1s loss is offset by eccnomies in instructional staff

and classroom space resultlng from overachlevement. ‘We have seen

in 6.2 that 11 of the total E students completed MCEF in two semesters.
The liberalization of the award of the grade of "IV and con-

comitant deferment of award of semester credits did present one

serious problem. At Indiana University undergraduate students must

Y P g g R e g




| generally carry g m1n1mum course load totalllng flfteen semester
credits; furthermore, students who carry fewer than twelve hours
are not considered full-time students end Llose the right to space
in University dormitories--g verylserious penélty,indeed since suit-
able off-campus space is quite scarce and much more expensive and
less desirable than University-owned accommodations. MCEF students
who received the grade of "I" in F101 and <10z were not affected by
this rule since they could enroll in the next-higher portion of
MCEF on the reasonsble expectancy of remov1ng the "I" in the course
of the semester and of then beginning work at the F102 or F203
level. But students who received an "IV in F203 were faced witn
two equally unpleasant alternatives: to move out of the Jormitories
if they elected to carry & normel real loaa of fiftezn semester |
credits (five of which were for the F203 in progress) or to carry

| a heavy load of at lesst seventeen semester credit hours. The
problem was solved in an ad hoe‘fashion. Individual students who
faced this dra"tlc choice were glven a memoranaum which stated that
although they had enrolled for fewer than twilve semester credits,
they were to be considered full-time students because they were,

in addltlon, committed to a course yleldlng five semester credits;
'1n other words, the Tncompletes they had received differed strikingly
from the regular "I" in that it did not signify failure to meet all
course requirements,‘but tne completion of course requirements at

a slower rate.
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8.2 ‘Registration Procedures

At Indiana University, as in most other large state universities,
enrollment in beginning and elementary language courses is very high
and multiple sections must be ngeduled. For instance, there are
up to thirty conventional F101 séctions available for the Fall sem-
ester and nearly that many for second and third semester courses.
Assigmment to individual sections is quite random, except for a small

number of sections reserved for "Specialsstudents, students, who on

‘the basis of their high school and aptitude test scores, can be pre-

dicted to perform well. In the past, students reported to the
Uhiversity Fieldhouse for registration in courses and drew section
assignments on the basis of the laws of chance, their preference
for individual instructors and scheduled hours of instruction, and
a good de&l'of patience and knbwledge of the registration "game:"!
Starting with the Fglil of 1965 registration will be effected through
computorized brocédures gnd all non random factors will probably
be eliminated. Note, however, that for students who hﬁxéABegun
elementary instruction in French at Indians University, the same
fairly random assignment to sections is repeated in the second,
third, etc. course registration. Since instructors and adminis-

trative officers camnot zbsolutely predict in advance which students

. will fail a course and will need to re-enroll in it, advance con-

stitution of class rolls on the basis of previous performsnce or
other factors deemed significant in assigning students to one of

several available sections is not possible. Nor, is individualized




assignment to sections deemed desirable since, except for "Special”

students; many of whom prove to have no special taient for language

learning anyway,_there is no attempt to break the lockstep and modify
the teaching progfém on the basis of student attitude, aptitude or
previous background. This system of assignment to sections in
courses where multiple sections provide a framework for more indivi-
dualized instruction does nothing to allay the multiuniversity
student's feeling that he is just another IBM card number.

Since MCEF is considered a single course.rather than a series
of courses, assignment to Display Session group from one semester
to the next is determined by past performance and relative level
of proficiency, except in cases where scheduling conflicts with
single section courses arise. In several instances the same group
of students remained together during the length of their three-
semester stay in MCEF. Assignment to o section no longer is a
random task to be performed by non-teaching personnel; on the con-
trary, it becomes an ihtegral part of the teacher's responsegbility.
Not only does this very distinct feature of MCEF render the teaching
environment less impersonal but it also makes possible a more ra-
tional use of teaching personnel.' It seeme a universally observed
fact thét it is the skilled teazcher who is most effective with
both well motivated and gifted students and what we might best
term the academically undistinguished students. Advance assignment
to section would allow the Department to better fit the instructor

to the student.




. .
[
UL s e Bt i e n et s BT 1 o B et At UL S P U SR B T T S A T ~ . e mBe e s e o . B T : <

225.

'Parenthetically, it might be pointed out that the most adverse

reactions from the higher levels of University Administration re-

sy —
N
g . .

sulted from the initial registration of Experimental groups. It

was objected that the institution of MIFF resulted in delays and

z:xmll

confusion in the registration of students for French courses. Delays

in assignments to French sections in turn resulted in uneven flow

of students at other departmental desks. But these difficulties

did not result from inherent festures of MCEF. As was pointed out

in 6.311, g truly random assignment of students to E or C groups

was made impossible by the Department of French and Italian's in-

sistance that MCEF be explained in detail to any prospective enrollee.

It was inevitable that delays in registration result. If MCEF, or

some adapted version of it were employed generally these difficulties

would not arise, nor need they have arisen at Indiars University
E} if the Departmsnt and the Administration had not viewed the MJEF:

trials with some suspicion.

8.3 Structure and Cbjectives of Foreign Lengusge Instruction

MCEF was attempted within the administrative work of g foreign

language depasrtment typical of most large state universities. The

~department considers that ite prrimary function is the teaching of

of significant literary value as soon as possible. Introduection to

the literature of a foreign people provides some ingight into its

French literature and that its students should be initiated to texts ‘
|
culture and is unquestionably an integral part of s liberal edu-

[3

cation. But this goal can be achieved only if the student has guffi-

cent linguistic proficiency to rdad foreign language texts with




meaning, pleasure and profit. If literary texts are presented
before the student is linguistically ready, he will be able %o
appreciste literary quality and lesrn about the foreign culture
only through explanations in English, or else the deciphering of
literary texts will become a rather inefficientumeans of acquiring
language skills.

In most foreign language departments, there is, on the other
hand, a growing awareness of the new role of foreign language in-
struction in today's world: training students in cross-cultural
communication. This objective can be reached only if the student
has the opportunity to understand the spoken language and to speak
it with some degres of accuracy and fluency. These two objectives
are not antithetical but if both are to be achieved it will be
necessary:

to require that all students demonstrate the ability to

undersitand, speak, read, and write the language sufficiently

well to permit.their uninhibited participation in classes
conducted entirely in the foreign language and devoted ex-
clusively to questions of content. ilo student lacking this

"functional control" of the language should be permitted

to enter any content course.l?

One of the basic premises of MCEF is thet beginning students
will differ with regard to the length of tims required to acquire

8 basic proficiency in an FL--ds defined in the above quotation--

endtthat it is the responsibility of a foreign language department

to make it possible for all types of students--the gifted as well

as the average, the well-prepared as well as the culturelly deprived--

to attain basic proficiency in the most rapid way possible and with-

3 O3

3
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out faliing by the wayside. Traeditionally, it was assumed that
one year of study of a foreign lengusge was sufficient to attain
this mastery. No doubt this was possible for some students--
though hardly if their contact was limited to three hours weekly
for thirty weeke in groups of twenty tc’thirty-Jbut most learners
will need considerably more tims. Such & course as MCEF attempts
precisely to provide a course structure that will allow all types
of students to attain vasic proficiency in a period of time com-
mensurate with their background, attitude, and aptitude.

A major source of administrative conflict at the departmental.
level was MCEF's delay of emphesis on reading and its stress on
speaking proficiency, including accuracy of pronuncigtion. The
Department feared that upon completion of MUEF, experimental
students would not be prepared to read literary tcxts.and it felt
that for them to devote fifteen of the eighteen required semester
hours to extensive drill in the manipulation of struetures and
intensive training in pronuncistion was a waste of precious time.
The Department seemed to take the attitude, if we may be allowed
to paraphrase, "We don't really care how well they can speak, but
can they read?"

This administrative confliect resulted not from an inherent
feature of MCEF but the unclarity and vagueness with which foreign
language departments specify course objectives. In devising the
structure and formulating the objectives of MCEF we took at face

value the University estalogue description of conventional F101-




¥102 and F201-F202 which states that these courses provide extensive

training in audiolingual skills. The statement is supported, it
might be added, by the scheduling of two periods of language lagb=-
oratory practice weekly for FLOL-F102 students. The fact that

the fingl examinations for sll these Egurses do not contain a formal,
objective test of speaking proficiency--nor does the examination
which places students with brevious study of French in these courseg--
led us to suspect that desired student terminal -behavior cannot

very well be inferred from course descriptions. However, since
audiolingual skills gre least amenable to self-instruction it was
felt that more significantyand generglizable conclusions could be
inferred from the MCEE trials if we adhered to an uncompromising
emphasis on audiolingual skills, even to the detriment of reading
proficiency.

Since MCEF students were required to enroll in one conventional
reading oriented course before completing the language require-
ment, our emphasis of audiolingual skills and the resulting neglect
of reading entailed the calculated rigk of adverse reaction on the
part of MCEF graduates who might find themselves ill prepared for
courses which emphasized reeding-translstion. This problem was
enticipated by the Department’s édministrative officers who in fact
announced in the Fall of 1962 (while most students of the IE group
wes progressing through F203) that unless we could demonstrate thgt
E students demonstrated sufficient level of reading proficiency

"we shall have to recommend to students enrolling in French F101
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for the Fall 1963 semester that they not register for the experi-
mental course". It was finally agreed that the Tepartment's place-
ment examination would constitute a test of rsading proficiency
acceptable to departmental administretive officers. MJEF students
were to demonstrate that on the average they could attain scores
vermitting placement in ¥211, the conventional second year reading

course. Although this stipulation constituted argrose violation

“of the original research contract proposal and was hardly consonant:

with objective research we acquiesced in the interest of "cooper-
ation". The first group of MCEF students did meet norms for
nlacement in F211 and were considered to be at least minimally
proficient in reading.

Nonetheless some dislocation problems did result, but these
may be attributed not to the fact that MIEF students had not achieved
reading proficiency equal to those of students enrolled in comparsble
conventional French courses (which as stated in 6.3 was indeed the
cace ) but the inherent incompatibility of MUEF and conventional 1
teaching principles. Whether or not enrollment in MJEF by itself
adversely affected subsequent work in conventional French reading

courses (or, inversely, whether it led to bettsr performence in

advanced conversation oriented courses) cannot be determined be-
cause of the multitude of factors involved, the heterogenelty of
teaching practices exhibited in intermediate and advenced courses,
and the small proportion of students beginning the study of French
at Indiana University who eventually complete the language require-

ment and enroll in advanced courses (see 6.1).
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Another major area of conflict was the long-range implications
of MCEF in the function of live teachers and the use of graduate
student teaching associates who constitute the main source of in-l
structional personnel for elementary and intermediate courses. Since
MCEF rested on the concept of the language laboratory as a teaching
maechine and the redefinition of the role of the live teacher in FL
learning, it was felt that it endangered the department's graduate
program in French literature. Foreigp languages have fared badly
vis-8-vis the biological, physical and social sciences in attracting
govefnment and foundation fellowship support and teaching assistant-
ships proVide the means of financial support for the great majority
of graduate students. It is not surprising that any program which
assigns many of the tasks formerly assumed by teachers to machines
should be viewed as leading to the reduction of the teaching staff
of elementary courses composed primarily of graduate assistants.
Increased fellowship support in the humanities would no doubt
elleviate these fears and would help to erasdicate what has become
a serious confusion between langusge learning and teaching on the
one hand and training for scholarly research in literature, linguis-
tice or philology on the other. MUEF, unlike all other eXperimental
language courses which make extensive uge of programed self-instruc-
tional materials (for example, Rand W. Morton's experimentation at
Lindenwood College, Missouri), did not purport to reduce signifi-

cantly instructional staff needs. The live teacher was not to be

replaced by the language-laboratory~-as-a-teaching machine, rather
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his function was to be redefined. Tt does, however, present some
threat to the established system in that it suggests that at least
some of the inexperienced neoﬁhytes or the instructors whose pro-
ficiency in spoken French leaves much to be desired, are incapable
of assuming the new teaching role which the use of the language~
laboratory-as-a-teaching machine forces upon them.

Another source of tension stemmed from the reluctance of FL
departments to engage in instructional research. Whet pesses for
research in this field is more likely to be the trial of g new
brocedure conducted without any attempt at rigorous control and
collection of data. As a result, there is little opportunity for
the "spin-out" of new approaches, that is, the testing of a new
approach with only part of a population and its extension,, if
successful, to the entire group. As a result, new methods are
instituted not after demonstrated effectiveness and superiority
in terms of stated goals and varisbles but through forceful asser-
tion and in the wake of external events that sre often unrelated
to the methodological innovation. For this reason the Hepartment
was unduly concerned b& some of the minor dislocations and ad-
minisfraxive problems caused by the more complex structure of
MCEF, mbngcomplex, 1t might be added, only because it differed
from the 514 and femilier.

) MCEF in fact requires more complex admirnistrative procedures

than the equivalent conventional courses. Not only must students

be assigned randomly to from fouwr to five times as many gections
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(since a conventionsl class of twenty students would need to be
divided into four Display Sescions ) at the beginning of the first
semester but the composition of Display Sessions must be modified
on the basis of student progress so that each group remsins homo-
geneous. But once Display Session grouyings sre organized in
the course of the first semester they tend to remain fairly steble
and there is no need for the obligatory reshuffling and rescheduling
at the beginning of each new semester that characterizé conventional
courses. Such reshuffling of Display Sessions at the beginning
of a new semester as did occur wes determined by scheduling con-
flicts with other courses rather than internal factors. Laﬁguage
laboratory activities need to be carefully vrogrammed and required
more attention then the language laboratory sessions attended by
conventional F101-F102 sections: the equipnent is used more in-
tensively and in more varied ways with resultant'heavy rate of
malfunctior; But in the long run the implementation of MOEF's
teaching components per se (as opposed to administrative matters
concerned with the evaluation and reporting required by the re-
search contract) would not seem to entail administrative procedures
more complex or time consuming than thése connected with the con-
ventional program, nor would they require additional staff involve-
ment.

Most of the edministrative complications reported by the
administrative officers of the Department of French and Italian

and the higher echelon of University Administration were due to
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evaluation and reporting requirements of the research contract
(scheduling of examinations to control groups, collection of statis~-
tical data, etc.). As was pointed out in 7.2 administrative officers
reported that some students had requested interviews to express
their dissatisfaction with MCEF but no effort was made to indi-

cate whether the institution of MCEF resulted in a significant
increase in unelicited complaints asbout elementary and intermediate
French courses. Nor is it at all clear that whether most complaints
were unelicited or whether they had been occasioned by requests to

comment on the course.
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Notes

lHadlich,'Roger L. et al., "Foreign Languages in Colleges

and Universities," in W, F. Bottiglia (ed.) Foreien Langusge

Teaching: Ideals and Practice, Reports of the Working Committees,

196k, Northeast Conference on the Teaching of Foreign Languages,

p. 53.
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9. Evaluation and Recommendations

9.1 Factors Considered

It will be recalled that the purpose of this study, as its
title indicates (The Implementation and Evaluation of a Multiple-
Credit Self-Instruqbional Elementary French Course), was to investi-
gate the problems that the adoption.of a foreign language course
featuring intensive contact and permitting students to progress at
optimum individual pece would present at the college and univer-
sity level. Although the experimental course was tried out in g
large state university we are confident that our conclusions appiy
to the smgll liberal arts colleges. In fact, adaptations of MCEF
were indeed tried cut in two colleges differing considerably from
each other with regard to student enrolluent, resources, and aca-
demic and administrative policies: Ccncordia Coliege, Minnesobs,
and Culver-Stockton, Missouri. Not too surprisingly perheps, it
was discovered thet the trial of MCEF in these smaller institutions
encountered fewer administrative problems than at Indiana University.

In evaluating the results presented in Chapter 6, it would
not be amiss to quote here the description of the aims of the
study as presented in the criginal proposal.s

"To investigate the problems, administrative and pedagegical,

prresented by a basic FIL course where the students are allot-

ted the high number of contact hours (500-600) required for

the acquisition of audio-~lingual skills and where the indi-

vidual student proceeds at his own learning rate but whichs

(1) is competible with a libersl arts education and allows

the student to pursue other studies simultaneously; (2)

is comparable to the traditional course with regard to in-

structional costs; (3) retains personal student-instructer
contact."
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In order to show that a partially self-instructional course
like MCEF was consonant with the administrative and pedagogical
policies of a college of university it was necessary to present
convineing evidence that: (1) the course would not meet serious
student resistance and would not show g drop out rate significently
higher than comparable conventional courses; (2) overall proficiency
would not be adversely affecﬁed; i.e., ‘the proficiency of E stu-
dents in the four-basic FL skills (1istening comprehension, speaking,
reading and writing).WDuld not be significahtl' lower than that of

———

stﬁdents enrolled in cohventional courses; (3) instructional costs
and staff needs ;ould not increase appreciably, (L4) administrative
modifications required by the course would not be incompatible with
administrative*practibes or academic regulations; (5) instructor
morale would not be zdversely affected. We shall discuss these
Tactors in the light of results obtained, evaluate the various
components of MCEF, and procesd to propose a modified version of

MCEF which would better solve some of the problems encountered

and yield greater pedagogical efficiency.

9.2 Student Drop Cut and Digsatisfaction

The data presented in 6.1 {pp. 159-16L) lead one to the very
conservative claim that MCEF did not have any adverse effect on
student retention. It could be advenced that the favorable re-
tention rate achieved by MCEF was due to the fact that E students
were not permitted to switch to conventional courses. This was
indeed true for IE students but members of the IIE and ITIE groups

were permitted and,:particularly in the case of the ITIE group
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in which more students had enrolled than could be accomodatied,
encouraged to drop out during the first four weeks of tne course.
And it may be of some significance that the retention rate for
the IIE and the IITE groups is higher at all points. Because of
the differences in the nature of the materials used and in the
order of introduction of the bhasic skills, especielly the delayed
introduction of reading in MCEF, it was difficult for students
to transfer from ths conventicual courses to MCEF or vice-versa.
No doubt this factor forced some dissatisfied E students to resign
themselves to the course; on the other hand, it prevented the
admission to MCEF of students who had become dissatisfied with
the conventional program or who were particularly attracted by
the audio-lingual emphasis of MCEF or +he possibility it offered
to complete elementary and intermediate work in o shorter period
of time. A total of thin students assigned to F10l on the bagis
of the departmentgl blacement test and who were eager to acquire
a spoken command of French were permitted to "volunteer" for MCHF.
Of these, six completed the course in two semesters. Test scores
for these students were not included in our dats, however, to
eliminate another possible contaminating factor.

Much of the student dissstisfaction encountered by MCEF may
be attributed to the improvisation that perforce characterized
& course vwhose administrative framework, materials, and teaching
techniques were constantly in the process of modification (see

Ch. 7). Students who have been accustomed to receiving on the
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first day of a course a textbook which containg sll the material
that they will be expected to "learn" are orofoundly distunbed
when the material is distributed to them in installments.

The greatest source of dissatisfaction was the misunderstanding
which arose in regard to the interpretation -of "working through
the course at one's optimum rate". Since grades had to be awarded
it proved impossible to avoid comparing students with regard to
each other and it was inevitable that less gifted but assiduous
students feel somewhat cheated when they received grades lower
than "A" or "BY. Certainly MCESF results clearly refute the claim
made by most programmers that given sufficient time and a carefully
constructed program & student can magte» any body of knowledge or
sets of skills. There is no doubt that this elaim could be shown
to hold in those aress and aspeccs of FL learning involving the
memorization of facts and the acquisition of & finite body of
facts: learning grammatical rules, providing English equivalents
for a stated number of FL words or sentences. But our experience
and that of other FL programmers suggest that, for reasons we are
yet unable to understand fully, e sizeable proportion of college
languege students seem unable to acquire an accurate pronunciation
and e significant level of audiolinguel proficiency, at least in
the academic setting and with materials, electro-mechanical devices
and techniques developped to dete. We discovered that, except
when they were forced to withdraw temporarily from scademic Qork

due to illness or some other unexpected crisis, students who failed
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to attain minimum terminal proficiency at the end of four semesters
would seldom attain it even were they granted one or more additionsl
semesters. Albeit reluctantly, we must conelude that language learn-

ing "in the New Key" is not simply e matter of assiduity but that

for a student to attain a useful level of proficiency in audio-lingual’

skills he must be endowed with a minimum of languege aptitude and

motivational set. Our difficulties gre

[o]]
§

a certain attitudinal an
compounded by the fact that initizl measures readlly available to

the FL teacher at the beginning of a course (high school grades,

IQ, previous experience in FL learning, Modern Language Aptitude

Test scores) do not s;em to provide, whether singly or Jjointly,

& religble index of success in a FL course.l It is hoped that in-
struments designed to gauge motivation and reveal attitudes currently
being developed will single out the "untemchables" and that ways

of developing student motivation and modifying wrong attitudes

will be found.2

9.3 Learning and Programmed Meterisls

Although 1t was demonstrated that MCEF had no adverse effect
on the acquisition of oversll broficlency and nearly 10% of the
students who enrolled initizlly completed the course in fewer than
the normal three semesters, we are somewhat disappointed that
MCEF did not pfoduce proficiency in the audiolingusl skills sup-
erior to and proficiency in reading and writing at least equal
to that attained by students enrolled in the conventional program

and that there were not twice as meny over-gschievers. We shall
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discuss below some of the factors which, in our opinion, reduced
the pedagogical efficiency of MCEF.

9.31 Programmed Materia;s,

Since E students spent from 70 to 90% of scheduled class

hours in auto-didactic practice it is evident that the quality

and nature of the self-instructional meterials employed in con-

Junction with the course would be by far the most important factor.
It was not a primary objective of this study to prepare a self-
instructional course in French, but since no course of the type
desired was available we had no alternative but to attempt to
produce one even without much lead-time. As a result it was not
until the third try that we obtained a brogrammed course generally
satisfactory with.regard to format, content, and technique. It
proved most difficult to prepsre the beginning phase where accurste
pronunciastion haebits had to be imparted without severely curtalling
the presentation of vocabulary and grammatical features snd there-
by legsening student motivation. With each new trigl MCEF modi-
flcations in the materials suggested by previous use were so
extensive that, except for the second-level materialevwhich proved
felrly effective in their second draft, new sets of materials had
to be re-written esch time. This also required reproduction and
recording of materisls while the course wag in progress so that

the staff was not able to plan ghead and numerous minor, but to

the student and display session instrucetions, annoying and frus-

trating, dislocations occurred. Tt was primerily this fact which
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made it difficult to state terminal goals clearly, and the student
who stated in his course evaluation questionnaire "Lack of definite
goals by you left me with a lack of definite goal" assessed the
Problem quite correctly. We would attribute the significant dif-
ference in speakingeand reading gbility between IE and IIIE
(see pp. 189-193) largely to the fact that the SEF and M 1IN
Sezond Level materials used by IITE students were prepared with
more lead-time than the materials used ty IE and IIE students.
Whatever thelr shortcomings the commercially asvailable textbooks
used in the conventional progrem had been tried at Indiane Univ-
ersity several times and e careful and realistic course and de-
tailed table of contents were avsilable to students and instructors.
Even the SEF and the Second-Level MCEF, materials were pre-
pared too hastily and without sufficient preliminary testing and
contained various infelicities. One serious shortcoming shared
by both sets of materlals is the failure to distinguish between
ac?ive and passive inventories. As in all meterisls which are
typlcal of the Mew Xey it 1s assumed that the student must demon-
strate the abllity to produce all structures and vocabulery items
presented., UIn a realistic commnication situation the foreign
learner will have to demonstrate control of comprehension ebility
conslderably superior to his speeking ability. It is perheps
the fact that the materials used in the conventional program
contained a vocabulafy much larger than those of MCEF materials

and that, although they failed to acquiré the ability to produce
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so'&any words and grammatical festures fivently and with accurate
pronunciation; C students could at least recogniée them that parti-
ally accounts for their achieving scores in the listening compre- .
hension examination comparsbie to those attained by E students.
The higher proficiency in reading demonstrated by IITE students
resulted from simply making available to'them two graded readers
accompanied by comprehension questions in French.
ike all other New Key and programmed FL courses prepared in

the United States our msterials completely neglected visuals.
There is no doubt that the use of slides, film strips, motion
picture films, and well executed line drewings would have made
the materials more interesting and would have aided display session
instructors in transporting the students to France, thus permiﬁting
& smoother and more natural transfer of linguistic hablts acquired
by auto-didactic practice to real commmnication situations. We
also suspect thet the use of imaginative visuals would fecilitate
and accelerate the acquisition of grammer and vocabulary and would
reduce the need to match French utterances with their Engiish
equivaelents. Meaning would initially be introduced by the usé
of contextual cues presented visually; BEnglish glosses would only
gserve %o verify the student's ability to un@erstand words and
sentences out of context.

9.32 Recorded .Materials

When the student spends 70 to 90% of his time listening to

recorded materials these must meet the highest technical and peda-
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gogical standards. Voicers should have pleassnt and well modulated
voices and exﬁensive experience in recording. Recordings should
be made from a carefully prepared seript and under the supervision
of an experienced teacher trained in phoneties ang g competent
technical director. The recording must be made in g professional
studio and reproduced without loss of fidelity. All these desi-
derata were notoriously absent from the recordings we used. The
voicers were French-born students with no brevious recording ex-
berience; and in addition to untrained voices some had distinetliy
non-standard pronmunciation features. Some of the recordings were
supervised by compstent personnel, but the lack of lead-time caused
us to settle for recordings which were boorly made or which con-
tained infzlicities. Recording technicians were students who in
addition tc monitoring the recordings had to perform g variety of
other functions. Although recording equipment met the highest
technical standards, the studio in which the recordings were made
vas not fully insulated from exterior noises and too poorly furnished
to permit the voicer %o record in comfort. In addition, es was
pointed out in Chapter 4, the playback equipment in the language

laborstory lowered the fidelity and introduced distortions in

the original recording, as did the mass duplicating equlpment.

9.33 Control of Student Behavior
The fundamental festure of programmed instruction is the con-
trol of student behavior. The principal problem in the application

of programmed instruction to the teaching of FL with emphasis on
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speaking is the confirmation of student responses., Theoretically
three alternatives are available to indicate to the student whether
or not his response is satisfactory: (1) the teacher, (2) an elec-
tronic evaluating device, or (3) the student himself. The first

alternative is excluded by definition. In regard to an electronic

device, there is no doubt that the necessary technology is available,

but no recognition model of human speech is sophisticated enough
to make the construction of such a deviece possible slthough a com-
butorized device capsble of evaluating prosody has been developed.
Programmers must therefore rely on the student's religbility as a
self-evailuator. .

As all other progremmers, we started from the assumption.that
the gbility to discriminate between %wo sounds lesds directly to
the ability to differentiate them. Frame sequences designed to
impart pronunciation hebits began with exercises which treined the
student to discriminate between French minimal pairs, e.g., il a
dit "he seid" versus il g df "he had to" or between French and
English near-equivalents, e.g., doux "sweet" versus do. A recent
experiment inspired by MCEF.lends support to this procedure.t
William A. Henning exposed three groups of American undergraduates,
comparabie with regard to languege aptitude as measured by the
Carroll-Sapon and the Seashore tests, to three different gelf-
instructional programs presenting five French phonological features
of both the phonemic and subphonemic types. Group A was exposed

to differentiation training only, Group C to diserimination only,
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and Group B received a mixed trestment consisting of half of treat-

ment A and half of trestment C. Surprisingly, Group C scored signi-
ficantly higher in differentiation and the ability to evaluate
correctly pronunciation errors. The discrimination exercises de-
visad by Henning included, in addition to those described above,
sequences in which the subject was to discriminate between two
non-native approximations of a French sound, one of which was more
accurate than the other.

The SEF and MCEF, Second Level programs are both essgntially
linear, although the former allows for some branching: students
who fail to meet criterion behavior after compléting a uﬁit need
not work through the unit again but are branched back to a shorter
version of the unit containing only practice frames; each SEF set
also contains drill sete (see p. 83) which may be assigued to
students who fall to demonstrate fluency and autématicity of res-
ponse.

But if the auto-didactic component is to assume all of the
functions assumed by live teachers in conventional FL courses
except the elicitation of accurate and semantically appropriate
sentences in a simulated natural context, then programmed materials
and accompanying presentation devices will need to control student
behavior to a greater extent than any FL programmed course devised
so far. As Spolsky proposes such a program-teaching machine complex
will need‘to perform the following functions not assumed by those

we utilized:
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1. Analyze any response that the student may construct;

no

identify as precisely as possible all errors in it;

3

inform the student of the nature of his error;

k. select and present appropriate remedial work.s
Until a sound analysis device is developed such an auto-tutor
will be effective only at the grammstical and lexical level, but
these are by far the most relevant in FL instruction. The tech-
nology for such a device would not differ substantially from that
employed today in machine transiation. The obgtacle to the devel-
opment of an auto-tutor with such extensive capabilities is the lack
of pedagogical grammars in terms of which the auto-tutor could be
programmed. So far no rigorous and generalizable procedure for
the behavioral analysis of a sizeable portion of a FL has been ad-
vanced. The criteris for the determination of minimal learning
steps that underly our materials or those of programs with similar
goals hug the linguistic analysis too closely or they are completely
divorced from any powerful theory of language identificetion and
production of verkal behavior.

What we are suggesting, in sum, iz *hat the development of a
teaching machine capable of assuming FL teaching functions that do
not by definition devolve to live teachers must await radical
changes in the analysis of linguistic behavior and more illuminative
insights on the process of FL learning. In particular, linguists

must concern themselves with the analysis of language performance,

6
subject as it is to a variety of non-linguistic factors. In the
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meantime more generalized use must e made of audio-visual devices
like Carroll’s AVID (Audio-Visual Instructional Device), and live
teachers will need to evaluate student responses and recommend suit-
able remedial work.7 It should be noted, however, that for a sizeable
proportion of students (30-50%) teacher control of the acquisition

of linguistic elements (as opposed to the use of language) ﬁould be
minimal and could be handled conveniently during display sessions.

9.34 The Language Laborstory

The prece=ding section suggested thaet in an effective partially
auto-didactic program no sharp dis*tinction ean be maée between
materials and presentation devices ﬁhey are both mutually depend-
ent. Tntil nsw desvelopments in the anglvsis of langusge and language
learning meke & tzue "language-laboratory—as-a-teaching machine” g
reality, we will ne=d to concern ourselves with the quality and
versgtility of language leboratory equipment and the nature of tae
environment in which students work.

We believe the lack of adequate lab facilities--in terme of’
equipment and facilities gvailable commer2igily today--reduced the
effectiveness of MUEF auto-didactic materisls by as much as 30%.

Not only was much'student time wasted by breakdowns, malfunctions,
and poor scheduling of major repairs and improvements but the noisy
and uncomfortable working conditions affected student morale adversely.

In addition to the changes in equipment and langnage laborstory
design proposed in Chapter L (see pp. 107-110) we would auggest

the addition of a device providing the student with imediate feed-
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back. Two alternative procedures have been devised which provide
this feature. Edward M. Meyer has developed the "responser", a
tape mechanism that will record an utterance of any length and
ﬁlaj”it back immediately, measuring each time the length of the
utterance and allowing no more than a quarter-second to come be-
tween the recorded utterance and the playback. The "responser"
can be operated by a push-button and does not require rewinding.
The utterance which can be played back immediately msy range from
four to forty seconds in length.8 Ferngnd Marty has found that
the addition of a loop which allows immediate playback of an utter-
ance, the student's response or model stimulus and confirmation,
or a combination of both has proven gquite effective in the acqui-
sition of pronunciation.9

The language laboratory has been conceived as an adjunct to
the Fi classroom vwhere the student could receive additional practice
in speaking. Despite the fact that many large language lab com-
plexes are designated as "audio listening centers", there are few
teaching materials whose objective is to provide the student with
practice designed to provide teaching in comprehension. Few language
labs' designs are flexible enough to provide a varieby of facili-
ties designed specifically for a variety of listening prsctice
and speaking practice activities or combinations of both. Then,
too, if the language: lab is to fulfill an important role in leading
students to behave a FL it should be an "acculturation chamber"

where, in a very informal atmosphere, all of the student's sense,

.

i

23

S,

L3

D D N

3

2 &3

~)
T

e
S

&3

ESANY

e g g A e et e -



I
L

i
i

€1 Som (e

3 3

3

3

2hg, 4

the visual as well as the auditory, would be involved. OQur ex-
Perience with display éessions held out of doors or in the student
coffee lounge lead us to advocate thet an "audio listening center"
should also éontain a foyer furnished with easy chairs, shortwave
redio, foreign language periodicals, posters, anQ artifacts ag
well as small practice rooms suitable Ffor display sessions also

furnished in an informal mennexr.

9.4 Redefinition of the Language Reguirement

In the conventional program a student’s academic faillure is
triply punitive insofar as he is afncerned. Firstly, his accu-
mulation of the total number of credit hours becessary for grud-
uation is delayed becsuse of the need to repeat the course.
Secondly, the grade of "F" he receives for insufficient learning
lowers his cumulasive grede~point egverage, the nesrly universally
recognized index of academic achievement, and prejudices later
applications for graduvate school or employment. Thirdly, it is
financially onerous since the stident must bay the course fees “
anew. One of the advantages of MYFF most wldely recognizad by
participating students and considered & priori as one of its
principal aaventages is precisely thet it affords an escape from {
the triply punitive "F". The student who rezeives a "I" which |
he is not able to make up within a three semester sequence suffers J
only delay toward the sccumulstion of the total number of credit-
hours negeséary for graduafion. Since by University regulations,

he is forbidden from re-enrolling in & course for which no officially
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valid grade has been granted, the student need not pay additional
fees; with assiduity he will be able to remove "I's" with passing
grades ("D" to "A").

Since it requires students who received a grade of "F" to
repeat a course the University assumes tacitly that no learning
has teken place during a full semester--an assumption which in
most instances can be demonstrated to be patently false. The
student, knowing that he has in fact learned a considerable amount
and that only a few points in the final examination or lack of
charity on the part of the instructor separated him from a "D",
will tend to be less than assiduous end will more often than not
receive s grade of "¢" in tis second try. Yet he is considered
g full-time student while the MCEF student, who is working more
gssiducusly to remove & "I" and mey well succeed in his efforts
midway through the semester and receive a grade of "B", is deemed
unworthy of a bed,and a desk in University dormitories?

A consideration of these facts can only lead one to question
seriously the definition of full-time student status and the pay-
ment of tuition fees--which in a sense are made lto serve ag an
index of a student's total academic commitment--on the basis
of semester credits rather than intensity of study commituwent.
While MCEF proved to be generally consonant with established
University administrative policiles, which are fairly represent-
ative of administrative policies at the university and college

level, it does suggest that these are more sulited to bureauecratic
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bookkeeping than to the fundamental function of an institution of

higher iearning: to provide a climate in which learning can take

place in the most efficient and rewarding way for both the student
and the teacher.

The emphasis MCHF placed on audiolingusl skills does not imply
that we maintain that the gbility to converse in French is a suf-
ficient or even a realistic goal for the secondary or the university
levels. On the contrary, we believe that to meet the FL require-
ment a student should take at least two courses in which the %L
1s the medium of communicationnlo These might be courses in French
literature, civilization, linguistics or pedagogy faught in French
or courses in history, economics, etz. also tsught in French such
as have been instituted at Indiane University. The close serutiny
of a large-scale university eiementary and intermediate FL program,
which is certainly one of the most important by-products of MCEF,
indicates that contrary to what the edministrators of FIL instruc-
tions would have others believa~-or have beguiled themselves into
believing--most students who complete eighteen hours of conventionel
FL instruction fail to achieve any useful level of language pro-
ficiency of any sort.

It will be recalled (see Chapter 6.37, pp. 193-157) that
through the auspices of the Defense Language Institute and the
Center for Appliel Linguistics a randomly selected group of IIIE

and IIIC students who had completed three semesters of instruction

were administered the FSI (Forelgn Service Institute) Spoken and

L]




™)

\1
o
*

Reading Tests. The Department of State requires that all Foreign
Service Officers demonstrate scores of S(peeking)-3 and R(eading)-3
in at least one foreign language upon admission to the Foreign Ser-
vice, and failing that, provides formal intensive instruction until
that proficiency is attailned. Inspéction of the table provided in
6.37 shows that the averasge scores for both E aﬁd C students is
a S rating of 1 and a R rating afproesching 2. Only one student
would have passed the Department of State requirement 6f S5-3 and
R-3.

~ As govermment agencies have discovered, completion of the FL
requirement Goes not guarantee a functional knowledge of a FL. #If
the languege requirement is to be at 21l meaningful it should be
defined in terms of X number of content courses taken,not total
nunber of hours. To be admitted to a content course & student
would need to demonstrate stipulated proficiencies in spesking,
writing, auditory comprehension and reading comprehension with
heavy emphasis on the latter two skills. Studente who failed to
demonstrate basic proficiency would enroll in an ungreded course
similer to MCHF until they had atteined the specified norm. Since
more end more students are coming to college FL classes wlth pre-
vious experience, this proposed course structure would eliminate
unreliable and arbitrary placement procedures. The placement
examination would be replaced by a diagnostic test battery and
the student would be advised to start at & given point in the

"preperatory"--not "remedial"--course. How long the student would
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need to remain in the breparatory course would depend on previous
background, aptitude, and motivation. Clearly, a student who
intended to major in French would want to qualify for content
courses as soon as possible and would be given every opportunity
to do so by a course which frees him fvrom lockstep progress.

Is the language requirement proposed here not too stringent?
Perhaps, and it would be wiser to allow individual departments to

set the langusge proficiency they deem necessary for their major

students. A government or history major would be well advised

to acquire a high level of audiolingual'as well ag reading pro-
ficiency in at least one language and reading proficiency in '
another, but it would be foolish to set the same requirement for
& chemistry mgjor. No doubt two types of FL proficiency and two
different types of course Sequences leading to them would need

to be implemented: resding profielency with some exposure to

the spoken language (particularly in suditory comprehension) and
"funetiongl" profleiency requiring s high level of control of all
four skills.

The retention figures presented in 6.1 show the rather dis-
concerting fact that of the students wno begin the gtudy of a 7L
in a large university approximately 70% completz two semesters
and only approximately Lot complete three semesters. Ve may assume
that ohly one-third of begilnning students attain languege profi-
ciency as defined in current terms. It is safe to conclude that

most of the students who legve g university or college with or
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without g degree would have difficulty in "getting around" in &
country where English is not spoken or read materisl in the FL
they studied. The reasons that lead students to sbandon the study
of a FL arellegion, but does the fact that they fail to see the
utility of most of the activities of the FT. classroom not account
for most of the attrition? C(Clearly, o self-contalned two-semester
course which leads the student to the sbility to read (without con-
stant reference to English) a variety of FL Jjournglistic and neu-

tral prose material and to understand deliberate-style speech would

serve the 60% who fail to pess langusge pioficlency better than

the disafticulaxed series of courses which make up the elementary
and intermediate level of college and university FL instruction.

The low retention rste that characterizes basic language in-
struction in large universities also proves that the reluctance
of administrative officers and teachers to agree to the use of
"experimental" spproaches to FL instruction on the gréunds that
the "guinea pig" students' later work will be jeopardized are ill
founded iﬁdeed: The low level of profipiency attained by most FL
students should lay the ghest to the argument that the veriables
of FL ingtruction cannot be studied through rigorous experimentation

and the spplication of the methods of the socilal sciences.

9.5 Proposed Revised Course Structure

The only major modification in the original sdministrative

. 8tructure of MCEF was the elimination of the lecture section after

the first semester. The other modifications involved the length
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of display sessions and the number of sessions scheduled weekly.
A principle that became soon clear was that the total length of
display session contact needed to increase in direct proportion
to fhe student's proficiency and the number of grammatical fea-
tures and lexical iteﬁs he controlled. The number of students
per display session group was also manipulated. The optimum
number proves to.be five students, although groups of eight stu;
dents proved quite manageable, particularly at the initial stages
of student progress. On the basis of our experience we are ready
to propose a basiéally four semester ungraded FL course permitting
students with no previous knowledge to reach "functional' pro-
ficiency in the four skills, aﬁproximately, scores of S-2+ and
R~3 on the FSI scale, at an optimum individual pace.
We shall start from the principle that the length and fre-
guency of live teacher contact should increase as the student
progresses and that, concomitantly, the number of students per
displey session group should decrease. S@udents would be assigned
to a total of eight to ten hours of class contact weskly, most
of which woiilld be spent in guto-didactic practice in the languege
lab. It is assumed that the programmed material would differ |
from the SE¥ and MJEF, Second Level materials only by greater em-
phasis and earlier introduction of reading, & larger active voca-
gﬁlary, and a separation between an active inventory whose acqui~
sition would need to be controlled very rigorously and a passive

inventory which would only need to be identified by the student.
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The presentation device would include a programmed workbook illus-
trated with line drawing of professional quality, a modest visual
component such as slides, and a language lab equipment of the type
proposed in Chapter k4 but which would also feature a "responser"
or similaxr device. |

We shall assume an initial enrollment of 400 students and com-
pare staff needs of the proposed course and a five-period conventional
course in terms of instructor hours.

9.51 Tirst Level

At the first level (first semester for most students) students
would spent seven to:eight hours in auto-didactic practice ahd would
meet with the Instructor for two 20-25 minute display sessiéns ﬁeekly

in groups of eight students.

1 Lek j= = = = = Ieb - = = = = Lab

(45-50 min)
Lab Lab Lab Lab Lab

Compared to & conventional course meating five times weekly with the
instructor for 45-50 minutes, stéff needs would be as follows:

Proposed: 50 sections (8 students) x 1 hour = 50 inetruc-
tor hours

Conventional: 20 sections (20 students) x 5 hours = 100 ins-

‘Difference = 4 (economy) 50 instructor hours
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9.52 Second Level

With a 30-35% attrition rate at the end of two semesters one
would need only schedule 75% of the students who completed the first
level. Students would meet with the instructor in groups of seven

for three 20-25 minute display sess’ons.

| k
I Lab Tisplay Lab - - - Lab
v Display

(45-50 min)
(45-50 min) Leb Laio Tab Lab Lab

%3 sections (7 students) z 1 1/2 hours = 65 in-
structor hours

Proposed 2

Conventionals '15 secetions (20 gtudents) x 5 hours = 75 instructor
hours

vifference = +10 instructor hours; cumulative = + 60.

9.53 Third Level

On the basis of an attrition rate of approximately 40% at the
end of three semeste?s one would nesd to schedule 50% of the total
number of enroliees or 200 studeﬁtso Fdr the roposed course it
could also be assumed that 5% of the initial enrollees would have
attained proficisncy gt the end of only two semesterg so that only
185 students would need to be scheduled into sections. Howevar
we would also need to assume that 5% of the initial ernrollees had
failed to meet specified proficiency and would need to be scheduled
for Second Level txpé-display sessiong. Students would meet with

the instructor in groups of six for three 45-50 minute periods

weekly.
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Lab Lab Lab Lab Lab
Display Lab Lab Lab Display
Proposed: 31 sections (6 students) x 3 hours = 91 in-
structor hours '
2 sections {7 students) x 3 hours = 6 in-

structor hours

Conventional: 1k sections (15 students) x 5 hours = 70 in-
structor hours

Difference = - (additional needs) 27 instructor hours 3
cumulative = +33.

9.54 Fourth Level

We shall assume that app;oximately 10% of the students who
enrclled at the beginning of the'third.semeéter dropped out in
the -course of the.semester° This leaves 180 students who would
enroll at the.beginning of the fourth semester. For the proposed
course 25% of the students beginning the third semester would'
have met final proficiency but 5% would need to be scheduled for
Third Level type display sessions and an additional 5% who would
fail to meet final proficiency at the end of four ‘semesters would
need to be 'scheduled for a fifth semester. The total number of
students enrolling in the proposed course at the beginning of the
fourth semester would be 165 (-40 + 20) q‘145- The éisplay ses-

sion contact would remain unchanged..

Proposed: 25 sectidns (5 students) x 3 hours =.75 in=-
structor hours
| 2 sections (6 students) x 3 hours = 6 in-
(under-achievers) < structor hours |
2 sections (5 students) x 3 hours = 6 in-

struector hours
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Conventional: 12 sections (15 students) x 5 hours = 60 in-
structor hours

Difference = =27 instructor hours

Total Differences +6 instructor hours

The instructionél staff needs economies that the propésed
self-pacing partially self-instructional course would make pos-
sible would offset additionsl needs for éupervisory and clerical
bersonnel.. - Total instructionsl cogts s&avings would revert to g
fund fbr research in various aspects of language learning and
for thé continued development of materials, equipment, and tech-

niques.

9.6 Is the Tescher Necessary?

It has become a convention in discussions of self-instructionsl
programs, on the one hand to promise administrators reduced instruct-
ional costs, and on the Other, to assuage teachers' fears of teck-
nological unemployment. MIEF wae not Gesigned to schisve to reduce
instructional costs but merely to explore more rationsl uses of

human teaching rescurcas. As we have suggested in the previous

sections we are confident that not only will such a course prove

econémically viable but it may even reduce teacher needs. But can
most teachefs bresently staffing the FL classes of college and uni-
-versities perform tasks that are beyond the capabilities of the
-machine (properly programmed, of course) snd of the student?

It is generally assumed that g total control of the contrastive

material of a language and fair imitstion of secondary phonic
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features are acceptable minimum prerequisites for FL teaching
at the elementafy level, and that grammatical patterns and voca-
bulary can be acquired as one goes along. Qur experience with
MCEF suggests, on the contrary, that.the reverse priority of skills
is required. Pronunciation insccuracies on the part of display .
session instructors are undesirable not because the student, who
has intensive exposure to native models in the language laboratory,
risks to be contaminated but becsuse they slow up the instructor's
rhythm of phonation. Nstural conversation requires spontaneous
and rapid-fire reactions among interlocutors, and’, in this con-
text, a two-second siience can seem an eternity.

If the instructor is to involve the students in some sort of
conversational activity and bring them to "behsve" the language
as they speak, he mist produce sentences at a rapid rate that de-
mands gutomsticity of generstion. Unless the instructor has pre-
viously acquired the ability to generate gramuatically correct
and stylistically congruent sentences and only these sentences--
and this represents a high level of achievement indeed--he will
provide incorrect models for studept analogies and teach "Franglish",
a language unfortunately spoken in too many of our French class-
rooms, rather than elicit the genuine French taught by the auto-
tutor.

In the elsboration of audio-lingual methods, we have come

to remember belatedly that parroting basic sentences and performing

mechanical pattern drill is not communication, i.e., the natural
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use of language in an authentic cultural context. Skillful elicitag-
tion of authentic convergatigp without straying from the confines

of known patterns or succumbing to the temptation to explicate

or drill is the mark of the experienced and gifted FL teacher and
brecisely what the novice lacks. The most serious problem we have
encountered in the elakorstion of MUEF is that most of the FL
teachers at our disposal could at best assume some of the Functions
that the programmed msterials perfofmed more satisfectorily: pro-
%iéing the native model, promunciation and grammer drill, and ex-
blication of structure. Lacking pedagogical training and proficiency
in the target language they could not succegsfully lead the student
to use the language in a nesr-natursl éontext and stimulate him to
behave the language nor could they evaluate quickly'and accurstely
student inaccuraciles and prepare on-the-spot remedial drills. The
minimum requirements that these sbillities seem to presuppose are g
good but not native promuncistion, the zbility to generste with
automsticity grammatically correct and etylistically appropriate
sentences in the target language, some insight into the learning
process, a working knowledge of the structure of both the ngtive
and target language, moderate wit and good humor, and the ability
to interact and empathize with students. Tnless language teacher
treaining and certification practices are revised so that FL teachers

meeting these qualifications are made svallsble in sufficient

numbers at all levels, the machine indeed will take over, but the

typeaof language instruction that will regult will fall quite
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short of developing in our youth "a sense of values=--personal,

T

humen, social--so that they mey become discriminating, free

, individuals".
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Notes

l [ ) - .
The same conclusions are reached by Fernand Marty in a paper

to be published in E. Najam and CG. T. Hodge (eds.) Language Learning:

The Individual and the Prbcess, Indigna University Research (enter
in Anthropology, Folklore and Linguistics, 1965.

2 - - L] .
~“For research on the role of motivation 1nIF1 learning see

Ld

particularly Robert (. Gardner and Wallsce E. Lambert, "Motivational

Variables in Second-Language Acquisition", Canadian Journal of Psy-

chology, 13: 266-27g (1959). A Jiagnostic test of motivation pre-
pared by Paul Pimsleur will be published by Harcourt-Brace-World in
1966.

3For s description of SALD and preliminery results of its use
see Roger Buiten and Harlan L. Lane, "A Szlf-Instructional Deviece
for Coniitioning Accurate Proéody"? in A. Valdman, (ed.) Trenis in

\
Langusge Teaching, McGraw-Hill snd Jo. {forthcoming).

| .

4See William A. Henning, "Phonemic Liscriminstion Training and
Student Self-Evaluation in the Teaching of French Pronuncistion,"”
(unpublighed) Indisna University Ph.D. {dssertation, 196%4.

JBernard Spolcky, "Jomputer-Based Instruction and the (riteris

for Pedsgogical Grammaers', in Pzul L. Jarvin, (ed.) Linguistics

and Language Dats Processing, Mouton (forthcoming).

6For some of the procedures for the establichment of & grammey
of languege pzrformance see Noam Chomsky, Aspects of a Theory of

S nta:x’ MT :PI'&‘SS, 1965’ ppu 10'.15n
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ZFor & description of AVID and a self-instructional course
in Mandarin Chinese presented with that device see Jdohn B. Carroll,

Programmed Self=-Instructicn in Manderin Chinese; Observations of

h

Student Progress with an Automated Audio-Visusl Tnstructional Device,

Wellesley, Mass.: Language Testing Fund, 1963.

8ae quoted by Elton Hocking, Langusge Laborstory and Language

Learning, Washington: National Education Association (Monograph
No. 2), 196k,

9Fof a penetrating study of Fl teaching policies in colleges
and universities see Roger L. Hadlich et al., "Fereign Langusges

in Colleges and Universities", in W. F. Bottiglia (ed.) Foreign

Language Teaching: Ideals and Fractice, Reports of the Working
Committees, 196#, Northeast Conference on the Teaching of Foreign
Languages, p. 53.

104 redefinition of the langusge requirement in terms of use
in content courses is also proposed by F. Rand Morton in "Language
Learning and the Classroom of Tomorrow", in E. Najem and C. T. Hodge
(eds.),'op. cit.

11Kbnneth W. Mildenberger, Problems, perspectives, and projections.

Materials and Technlques for' the Language Leboratory. Publication

No. 18 of the Indiana University Research Center in Anthropology,
Folklore and Linguistics. (Published as Part II, Vol. 28, No. 1
of TJAL, January, 1962.)

e qe e S oy e A e S T+ o i ampps g g AT e e gy egee e

Dol
|
8

2

.3

£ 3D

3 O3 33 .3 3 O3



=

£

€3

o

265.

BIBLIOGRAPHY

Belasco, Simon et al., "The Continuum Idistening and Speaking,"
in Wo F. Bottiglia (ed.) » Current Issues in Langusge Teaching.

A Report of the 1963 Northeast Conference on the Tegching of For~-
eign Languages. ‘

Berko, Jean, "The Child's Learning of English Morphology, " .Word,
XIv, (1958), 150-177.

Bloomfield, Leonard, Outline Guide for the Practical Study of
Foreign Languages, Linguistic Society of America, (Baltimore
19L2). .

Buiten, Roger, and Iane, Harlan L. » "A Self-Instructional Device
for Conditioning Accurate Prosody," in A. Valdman (ed.), Trends
in Lenguage Teaching, McGraw-Hill and Co. (forthcoming). ,

Carroll, John B., "A Primer of Programmed Instruction," Inter-
national Review of Applied Limguistics, I, (1953), 115-141,

Carroll, Sohn B., Programmed Self-Instruction in Mendasrin Chinese.
Obgervations of Student Propress with an Automsted Audio-Visual
Device, Wellesley, Massachusetts: Langusge Testing Fund , 1963.

Chomsky, Noam, Aspects of & Theory of Syntax, MIT Press, 1965,

Cowan, J Milton, "The Cornell Plan of Langusge Teaching ," His-
ania, XXX, (1947), 57-60; also Hispanis, XXXTT, (1949), 27-34;

Modern Lenguage Sournal, XXXIV, (1950), 593~603; and PMLA, XINTI,
(October 1952), 38-16,

Delattre, Plerre , " Tacﬁnique of Aural~-OQral Approach. Keport

on a University of Oklshoma Experiment in Teaching French," The
Frenethev:Lew, XX, (Camuery 1947) 238-250 and XX, (Februsry 19L7),
311-32 L]

Gaarder, A. Bruce, "Language Leboratory Techniques: The Teacher

and the Language Leboratory," in F. J. Ginas (ed.), Language
Teaching Today. Pub. XIV of Indisnas Univergity Resegrch Center
in Anthropology, Folklore and Linguistics, (October 1960).
(Published as Part IT, Vol. 26, No. 4 of International Journsl
of American Linguistics, October 1960.)

Gerdner, Robert C. end Lambert, Wallace E., "Motivationsl Varisbles
in Second-Language Acquisition,” Canadian gournal of Psychology,
13: 266-272 (1959).




Hadlich, Roger L. et al., "Foreign Languages in Colleges and Uni-
versities," in W. F, Bottiglis (ed.) » Foreign Lenguage Teachings:
Ideals and Practice. (Reports of the working committees of the

1964 Northeasst Conference on the Teaching of Foreign Languages.)

Hayes, Alfred S., Lang,yxage Leboratory Facilities, (OE Bulletin,

1963, No. 37, CE-2102)) U, S. Covermment Printing Office,

(Weshington 1963), pp. 63-68.

Henning, Willisam A. s "Phoneme Digeriminstion Training and Student
Self-Eveluation in the Teaching of French Pronunciation P (un;pub-
lished) Indiana University Fh.D. Dissertation, 196k.

Hocking, Elton, Langusge Leboratory and Iansusge Learning, Washingtons
National Education Associstion Monograph No. 2), 196k,

Lambert, Wallace, "Meas: vemehts of the Linguistic Tomingnce of Bi-
lingusals," Journsl of Abnormsl Psychology, I, (1955) s 197-200.

Marty, Fernand, Programming & Bagic Foreign Language Course:

Prospects for SelfsTnstruction, Roancke, Virginias Audio-Visual
Publications, 1962,

Morton, F. Rand, "The Language Leboretory as a Teaching Machine,"

in Jo Fo Oinas {ed.), Langnage Tesching Todgy. Pub. XTIV of Indians
Univerglty Resesrch Ueater in Anthropology, Folklore and Linguistics s
(Cetober 1960). (Published as Fart II, Vol. 26, No, % of Intex-
nationsl Journal of American Linguistics, Cotober 1960. )

Morton, F. Rand, Audio~Linguel Langusge Programming Project.
Unpublished report, Cortract OE=3-14-~012 » Language Development
Branch, U, 8, Uffice of Education, (Washington 1964),

Morton, ¥. Rend, "Lunguage Lesrning snd the (lagsroom of Tomorr-ow, "
in B, Nejem and O T, Hodge (ede.), Lenguage Leerning: The Tndi-
vidual and the Process, Indians Unlverslty Researech Center in
Anthropology, Folklore and Linguistics (Fortheoming)o

Moulibon, Willimm G., "Mhe Cornell Langusge Program," PMIA, LXVIT,
(Cetober 1952), 38-ii6,

Moulton, William ., "Lingulstics end Languasge Teasching fncthe United
States 1940-1960," in Trends in Buropean and American Lineulstics
1930-1960, (C. Mohrmann, A. Sommerfelt and J. Whatmough, eds. Utrecht,
Antwerp Spectrum, 1962)

Osgood, Charles E., Suei, George and Tanenbaum, Percy, The Measure-
ments of Meaning, University of Illinois Press, (Urbana, Illinois
1957 ).

.

.

S R S

[

C3

—
| .

3

2hE
—J

:gx
(SIS - Qe

4



267.

Pimsleur, FPaul, Mace, Larry and Keislar, Even, Preliminary Dig-
crimination Training in the Tsaching of French Pronunciation,
(Tniversity of Californis, Los Angeles, 1961). (Report of TISCE
Contract SAE 8950),

Politzer, R. Lo and Staubach, G, N., Teachine Spenishe A Linguistic
Orientation, Ginn, (Boston 1961).

A

Scherer, George Ao Uo and Wertheimer, Michael, A Psycholinguistic

' E§%$riment in Forzien Lengusge Teaching, Melraw-Iill, (New York
196%4). {(Report of USIE Jontract SAE 8823, "Extended Jlsssroom
Experimentation with Varied Sequencing of the Four Skillg in Ger-
man Instruction®),

3

Spolsky, Bernard, "Uomputer-Based Instruction and the ‘riteris for
Pedagogical Grammars," in Paml L. Zarvin (aia), Linguisticg and
Language Data Processing, Mouton CFortheoming)o

&

3

Véld?an, Albert, Applied Linguisticg~French, I, . Hesth, {(Foston
1961).,

R

£

3

G S

3

e gy A e g R e Bt R
¥ ¥ i T




268.

APFENDIX

- Sample Local Examingtions

A. Oral Production Test - F10L Final Examination (Experimentel)
B. F102 Final Examination (Experimentsl)

C. F102 Final Examination {Zontrol)
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Oral Produvtlon Test

FlOl (Experlmental) Flnal - January, 1962

I. General Questions - (Warm-up)

Comment est-ce gue Vous vous: appelez9

ga va?

Il fait froid? Chaud ?

Quel temps fait-il?

Tl est deux heures? etc. Il ost quelle heure?

II. Direct Regsponse

Vous étes Frangals?

Est-ce que vous parlez anglal

Vous allez 3 1' unlve sité d'Indlana?
Vous avez des freres, des soeurs?
Vous allez en France cet &t&?
Qu'est-ce que vous faites ce soir?
A quelle heure grrive votre train?
Je parle frangais?

HEst-ce que vous avez faim?

Est~ce qu'il est une heure?

IIZ. Directed Questions

Demendez 2 Madame si elle est Tran”alse.

Demandez-moi si je vais & Paris la semaine prozhaine.
Demandez-nous gi nous parlons anglais. |
Demandez-moi quelle heure il est.

Demandez & Madsme ou se trouve le cinfma.

Demandez-moi si j'al une soeur en France.

Demandez-nous comment va notra ami.

Demendez & Madame si elle sait ol il y a un bon restaurant.

Directed Statement

Dites que Jje suis américain.

Dites qpe vous avez chaud.

Dites qu'elle a un restaurant tout prés.

Dites que vous &tes étudiant(e).

Dites que je parle trop vite.

Dites que vous savez la nouvelle.

Dites que votre cousine est regue au bac.

Dites que nous allons faire un voyage cet automne.
Dites que nous sommes en janvier.

Dites que vous vendez des livres.

'Conversation'
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Oral Production Test

Sentences f;r‘Oral Revieﬁ‘

Elle fait des enonomles.

I1 est 1'heure Ge deaeuner.
Il est toujours le premier.
Vous l'avez vu? o

J'ai acheté un gbricot.

Oh est-ce qubil est?

Ou est-ce quton va?

Maxrie & un petlt rhume.

J'al trés faim.

Est-ce qu'on Ve au ¢inéma?
I1 arrive en fevrler.

Ils ont une bonne idée. "
Jesn est fort en angleis.
I1 en a beaucoup.

Ils ont un appartement.
C'est important, nfest-ce pas?
Vous dormez encore?

I1 n'est pas ~alade .

O% est-ce que mdus sommes ?
Qutest-ce ,due t%as, mon vieux?
Jd7ai parle & Anne.

I1 g passé en janvier.

Elle est chez vous.

I1 part en automne.

On & beaucoup de buaulpot.

I1 part avec sa soeur.

Vous avez raigon.

Nicole est encore malade.
Vous pensez qutil est 147

Il a de le veine.
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Fl02 (Experlmental) Flnal Examiﬂatlon-'
. Comprehension and '
- Ehoneme Discrimination
‘ May, 1962
, ﬁg , o
I. Oral Comprehension

&5 223

1

N

A. You will hear ten groups of four French sentences.. In
each case the first sentence will be the model. One of the
succeeding three sentences will be identical tc the model
sentence and the other two will be different from it. On
the answer sheet mark the blank which corresponds to the
sentence which is identical to the model sentence.

1. Vous désirez voir quelque chose?
a. ‘Vous desirez avoir quelque chose?
b. Vous de81rez voir quelque chose.
-c. Vous desirez viblr quelque chose?

2. Ou est-ce qutils ont laissé leyr enfant?
-g. Ou est-ce qu'lils ont laissé leur enfant?
b. Ou est-ce qu'ils ont laissé leurs enfants?
c. O est-ce qu'ils vont laisser leur enfant?

3. Qu'est-ce qutils font aujourdthul?
8. O% est-ce qu'ils vont sujourd®hui?
b. Qutest-ce qutils font aujourd¥hui?
c. Qutest-ce qutelles iont aujourd’hui?

h., Ils decrivent leur voyage a la concierge.
g. Il decrlt leur voyage & la conclerge.
-b. Ils& decrlvent leur voyage & la concierge.
c. 1l s decrit leur voysge & la concierge.

5. Egt-ce que son fiancé va danser?

. -g. Bst-ce que son fiance ve danser?

b. Est-ce que ssa fiancee ve danser?

c. Est-ce que son fiancé veut danser?
6. T1 vient de déjeuner chez nous.

-a. Il vient de déjeuner chez nous.

b. Il vient deJeuner chez nous.

c. Ils viemment de déjeuner chez nous.

T. Roger va apporter le vin et du pain.
a. Roger a apporté le vin et du pain.
b. Roger vs apporter le vin et fe pain.
-¢, Roger .va apporter le vin et du paln.

Py
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Ils finissent & cing heures:

a. Tl finit & cing heures.

b. Elles flnlssent 3 cing heures.
~c. Ils finissent & cing heures.

Il veut aller avec fious ce matin.
a. Ils veulent allér avec nous cé matin.

"=b. Il veut aller avec nous ce mstin.

c. Il peut aller avec nous ce matin.

Le concierge se renseigne aupres du facteur.
a. La conecierge se renseigne auprés du facteur.
-b. . Le concierge se renseigne auprés du facteur.
c. Le conclerge se renseigne aupres d'un facteur.

You will hear ten French sentences. From the possibilities

on the answer sheet select the sentences you will heagr.

1.

Tls ne vont pas aller & 1'hHétel car ils ont trouvé une pension.

8. Ils ne sont pas allés % 1'hétel car ils ont trouvd une -

pension.
)

-b. Ils ne vont pas aller 3 1'hé%el car ils ont trouvé une:

Pension. \

C. Iils ne vont pas aller & 1'h8iel car ils vont trouver
une pension.

d. Ile ns sont pus allés 3 1'h8tel car ils vont trouver
une pansion. |

Pierre et Jean ne vont partir qu'aprés minuit.

-a. Plerre et Jean ne vont partir qu'aprés minuit.
b. Plerre et Jean ne vont partir qQue vers minuit.
c. Pierre et Jean ne sont partis qu'apres minuit.
d. Plerre ¢t Jean ne gont partis que vers minuit.

ol

Ils servent du café & ses amis.
a. Ils servent du café & tes amis.
b. Tl sert du catré & ses amis.
c¢. Il sert du café & mes amis.
-d. Ils servent du café & ses amis.

Ellz est trds Jolie. ON 1'as-tu achetee?
g. Il est trés joli. OQ 1'ag-tu acheté?

~b. Elle est tres Jolie. Ou 1'as-tu gchetée?
c. Elle est t”es Jolie. 0% 1'a~t-11 achetee?
de Il est trés jolis Of 1! a~t il acheté?

Ol est-ce que Roger va passer leg vacances?

a. OU est-ce que Roger,veut pssser les vacances?
-b. O} est-ce que Roger vs passer les vacances ?
e. O} est-ce que Roger veut passer ses vacances?
d. Oh est-ce que Roger va passer ses vacances?
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Est-ce qu'ils. sortent tous les jours & six henres?
8. Est-ce qu'il sort tous les jours & six heures?
‘b. Bst-ce qu'ils sortent tous lee jours & dix heures?
c. Est-ce qulil sort tous les jours & dix heures?
-d. Est-ce qu'iis sortent tous les jours & six heures?

Alors, commengons par vendre notre bicyclette.

-a» Alors, commengons par vendre notre b;cyclette.
b. Alors, commengons per vendre nos biéyclettes.
¢. Alors, commengong par prendre notre bicyclette.
d. Alors, commengons par rendre nos bicyelettes.

Ils répondent que le café est au coin.

a. Ils répondent que le caff nlest pas loin.
-b. Ils r&pondent que le café est au coin.

¢, Il répond que le café est au coin.

d. Elles répondent que le caf® est au coin.

Plerre Leclerc doit sller chez mon oncle & Paris.

-a. Pierre Leclerc doit aller chez mon onecle & Paris.
b. Plerre Leclerc va aller chez mon oncle & Faris.
c. Pierre Leclerc dolt aller chez son oncle & Paris.
d. Pierre Leclerc va aller chez son oncle § Parig.

Elles partent en avance car il falt tellement froidpaujourdhud.
a. Elle part en avance car il fait tellement froid aujourd'hui.
b. TIle partent en gvance car il fait tellement froid aujourd=

hui. ‘

-c. Elles partent en avance car 11 failt tellement froid aujourd-

huil.
d. Il part en avance car il feit tellement froid aujourd'hui.

You will hear ten questions in French. Aftercesch question

you will hear three possible responses. Indicate by marking
the corresponding space on the answer sheet the most appropriate
response to the question.

1.

2

Est-ce que le facteur habite dans ce quartier?
a. Non, il habite tout prée.
=t. Oul, 11 habite en face du colldge.
c. Oul, elle habite dane ce quartier. )
Vous ntallez pas étudier 3 1'université?
a. Oui, Je vals &tudier & 1'universitd.
b. 8i, je vais étudier chez moil.

-c. Si, nous allons &tudier & 1'universitd.

,,,,,,,
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- De quoi est¥ce'qu‘on rarle aussi?

&« On parle aussi de Nicole.

=b. On parle aussi de bartir en vacancesg.
' L]

¢. On a parlé de sortir ce soir.

01 est-ce que tu as trouvd ton manteau?

8. J'al trouvé ton mantesu chez Mme Dupont.
*b. J'al trouve mon menteau su restaurant.
.o J'ai trouvé son mentesu au megasin.

Clest le lendemwain du 1% juillet, n'est-ce pas?
“a» OQui, c'est le 15 juillet.

b. 8Si, c'est le 15 juillet.

c. Oui, c'est le 13 juillet.

Qu'est-ce que tu &3 choisi?

a. Nous avons choisi une chsmbre.
=b. dJ'ai choisi le trsin direct.
¢, dJe vals choisir une valiss.

Poul et André étaient loin d'fci?
& Cul, 1ls ont été loin 4d'ici.
be Cul, il éteit loin 4'ici.

-c. Oul, ils &talent loin §'ici.

Elle ne va pas la prendre damsin mstin?
.8+ Bl, elle va le prendre demaln matin.

“b. Nom, elle vy lu prendre sujourd'huti.
c. Si, elle ve lg rendre demein metin.

Bist-ce que vous avez parlé sux Amdricsing?
=g. Qul, J'ai parlé gux Américeins.

e  Oul, Jtal parld awx Américalnes.

c. wul, Je vais parler sux Américeins.

Uss impermbsble ne me va pas bien?
a. Oul, 11 vous va t»&e bien.
=b. Si, il vous va trds bien.

c. Si, elle vous ve tris bien.

D. TYou will hear ten questions in French. From the possibi-

lities on the answer sheet select the most

to the questions you will hear.

1.

T2 n'as pas écrit & tes parents?
-a. B81, je leur ai &erit.

b. Non, Je ne lul al pas Sorit.
c. Non, Je ne les al pas Sorit.

approprilate response

3
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B < B 2. Les enfants nfont pas troiuvd leurs ‘amis?
k S ‘ &e DNon, ilg ne l'ont pag trouvé.
“ “b. Non, ils ne les ont pag trouvds.
f} . c. Oul, ils les ont trouvis.
i

3. Bst-ce qulelles veulent sussi du cefl?
a. Oul, elle veut sussi du cafd.
“b. DNon, elles ne veulent pas de café.
c. Ouil, ile veulent gussi du cafl.

, .
he Qu'est~ce que les clients désirent volr?
. ~a. Il desirent voilr des chaussures. :
~ b. BElle dGsire voir des cragvates. s
c. Elles désirent voir des robes.

5. BEst-ce qu'il y a quelquiun dans sa chembre?
8. Cul, il y a quelqu'un dans ma chambre.

ﬁ3 -b. Non, 1l n'y & personne chez Iui.

E) c. DNon, il y & quelgu'un dans ss chambre.

- 6. Qu'est-ce que t: me fait?
2. Nous sommes s1lfs au cindus.
L. de guls rentxd vers minuit.
¢. de vais faire un tour & Ssinbt-lermain.

To Qulesb-ce qulellas vont dfcider de faire ce soir?
-8 Elles vont décider d%sller au cindms.
b. Elles ont déeidf d’zller & 1'oplra.
x ¢o  Ils ont décldé de rentver +5%,

8. Uul, vous &tes rentrfs trée terd hier solr.
b. ©ul, nous sllons rentrsr trds tard.
-¢. Ual, on est reatré vere minuit.

8. Voue &%tes rentrls tard hier solr?

4

ﬁi 9. Qulest-ce qutelle psut falre?
. FHlle veut &tudler & la bibliothdque.

b. Elles peuvent apporter des livres. ..
~¢. Elle peut aller & 1'universlit® % pled.

10. Il tient & d%jeuner avec nous au restaurent? ’
&« Oul, il vient de déjeuner avec nous au restaurant.
-b. Oul, 1l tlent & y déjeuner avee nous.
c. Oul, 11 vient y déjeuner sve: nous.

E. You will hesr ten stytements in French. Each statement
will be followed by a question relating to it and three pos~-
sible answers to the question. indlcate ty marking the appro-
rriate space on the snswer shest the best answer to the
question in relation to the statement.




Loey,
.

L. AR e i e Ll . . e . e . B .
als i, SURENCIINET SPEIIPS Sy SIS o SO PSS it s e R g A L R S R it K A E3.8 s N B A 2 00 s

o76.

Les deux etudlanaes ont maxché tout l'apres-m;dl. Comme
elles &taient fatiguées, elles ont décidé de prendre
quelque chose dans un café. Pourquoi est-ce qutelles
ont décidé de prendre quelgque chose?

-a. Parce qu'elles étaient fatigules.

b. Parce qufelles ontusoif.
c. Parce qu'elles ont marché tout 1l'aprés-midi.

L'egent de police dit & Jean gu'il 'y a plusieurs sutobus
qul traversent la Seine; le 29, le 65 et 1le 78. Il y
a combien d'asutobus qui traversent la Szine?

a. Il y en a vingt-neuf.
b, Il y en a trois. : K
c. Ily en a soixante-cing.

M. Mbr;n va faire un voysge en Espagne avec Paul Durand
1'été prochain. Ils ont des amls lé-bas. Qui va en

. Espagne?

8. M. Morin.
be Poul Durand et ses amis.
~-¢, Pgul Durand et M. Morin.

Marie a achetd une rote. FElle voudralt bien aussi un
imperméable ¢t un mentesu, meis comme il ne lul reste
plue beaucoup d'argent, elle ne les achéte pas. Qufest-
ce qu'elle a acheté?

a. Un impermésble et un mantesu.
-bs The roba. , .
¢. Un impermcable, une robe et un menteau.

Les Morin sont partis en vecances. Ils sont allés chez
leur emi & Cannes. Ils vont y rester tout le mois d‘aofit.
ol est-ce qu'ils sont allés?

-3, Ils sont all%s chez leur amil.
b. Ils sont allads chez l=aurs amis.
c. Ils vont partir en vacences.

Roger Dupont veut acheter Zes timbres. Au bureau de poste
11 trouve beaucoup de monde devent le gulchet. Il dolt
attendre somvtour. Qufest-ce gu'll trouve?

a. Il trouve des timbres.
b. Il trouve le bureau de poste.
-c. &l trouve bemucoup de monde (devant le guichet).
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T. Il-demande des timbres & vingt-cing centimes & 1'employé.
ga lui fait un frenc cinguante. Combien de timbres
est-ce qu’il achdte?

a. Vingt-cing. ‘ .
b. Quatre.
=Co. Sixo

4
’

8. Eh rentrant chez lui il demande am concierge s'il a des
lettres pour lui. TIi lui donne une lettre qu'il sttend
depuis deux semaines. Il Iul donne gussi ses journsux.
Qu'est-ce qu'il lul donnhe?

-8. Il lui donne une lettre e£ des journaux.
b. Il lui donne unellettre qu’il attend. |
c. Elle lui donne des Jjourneux et une lettre.

9. Le frére de Roger l'invite & passer les vacances avec lui
au bord de ls mer. Il connaflt un petit hétel qui est
trés bien et pas trop cher. Roger trouve que c'est une
bonne idée. Il va éarire & son frére tout de suite.

Quli est-ce qui 1l'invite?

8. Roger l'invite.
-b. Son frére l'invite.
c. Son pire 1l'invite.,

10. Roger va & ls gare de 1'Est pour acheter des billets.
Il demande & Jean de 1l'accompagner. Comme il n'a pas
grand'chose & faire aujourd®hui il accepte volontiers.
Pourquoi est-ce que Jean 1l'accompagne?

-a. Il n's pas begucoup & falre.
b. 1 ve acheter des billets.
c. Parce qu'il veut faire un tour.

F. You will hear ten statements in French. After each statement
there will be a question relating to it. From the possibilities
on the answer sheet select the most appropriate answer to the
question in relation to the statement.

1. Phillppe doit se rendre su bureau de M. Morin. Comme il
n's pas beaugoup de temps 11 décide de prendre le métro.
I1 préfere 1'autobus mals le métro va beaucoup plus vite.
Il ne prend pas un texi cer il n's pas beaucoup d'argent.
Comment est“ce qu'il va au bureau de M. Morin?

-a. Il prend le métro.
b. Il prend 1l'sutobus.
¢. Il prend un texi.
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Le buresu de M..Mbrln est au cinqaleme etage.‘ Phillppe
doit monter & pied car il n'y a pas d'ascenseur. Mais
quand il arrive en haut 1l trouve que M. Morin n'est pas
14. ILe pauvrs Phllippe, il n'est pas content. Qu'est-
ce gu'il trouve?

a. Il trouve qu'il n'y a pas d'ascenseur.
b. Il trouve ie ‘bureau de M. Morin.
=¢. Il trouve que M., Morin est sorti.

Madame Leb&gue est sortie trés t6t ce matin., Elle & beau-
coup de courses & faire. FElle doit aller d'abord &
l'epicérle. Ensuite elle doit aller & la boulangerie
et & la crémerie. OU est-ce qu'elle va d dbord?

a. A la crémerie.
"'bo A l'épicerieo
c. A la boulangerie.

Jean invite Nlcole & falre un petit tour avec lui, melis
Nicole ne veut pes aller avec lui parce qu'il y a des
nuages et 1l peut peut-&tre pleuvolr. Hoger trouve qu'telle
8 railson. Ils vont rester chez Nicole. Quel temps fait-
il? ‘

a. Il pleut.
~b. Il y & des nuages.
¢. Il falt beau.

Anne a acheté une nouvelle robe grige sux Galeries La-
fayettes En rentrant elle passe par la chanmbre de son
amie Nicole pour lui montrer sa robe. Nicole trouve
quelle lui va trée blen. De quelle couleur est la robe?

a. Elle est rouge.
b. Elle est bleue.
«c. FElle est grise.

Jean cherche une station de métro. Il s'adresse & un
passant pour se renseigner. Le monsleur lul dit de
tourner & droite et qu'il y a une station Jjuste en face
du cinéma. A qul est~ce qu'il s'adresse?

a. A un sgent.
~b. A un passant.
c. A une passuante.

Roger cherche une chambre meublée. Il en désire upe pas
trop loin de 1'université. Toue les Jours 1l achéte le
Journal et lit les annonces. Oh est-ce qu'il veut trouver
une cheambre ?
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-a. Prés de 1l'université.
b. Loin de 1'université.

8 3 L4 o 3 0
c. Tres loin de l'université.

8. Roger et Marie vont & la poste. Ils veulent envoyer un

- paquet & leur cousin qui habite & Paris. Pendant que
Roger attend son tour devant le guichet Marie va & wun
autre guichet ol elle demande dés jetons de té1éphone.

Le paquet est pour qui?

a. Il est pour Marie.

b. Il est pour Roger.

-c. Il est pour leur cousin.

9. Thilippe n'est pas en classe depuis trois Jjours. Son ami
Jdean va chez lui pour lui demander ce qui ne va pas. Il
trouve que Philippe & un petit rhume. Ce n'est pas grand-
chose; il sera en classe demain. Pourquoi est-ce que Jean
va chez Philippe?

a. Parce que Philippe est malade.
-b. Pour lui demander ce qui ne va pas.
c. Parce gu'il n'est pas en classe depuis trois jours.

10. Mme Tupont va & Marseille., FElle va prendre un train direct
ce soir. Avec les enfants c'est bien plus commode. Elle
sera & Marseille & huit heures dix demain matin. Quand
est-ce qu'elle arrive 3 Marseille?
-8, A huit heures dix.
b. A dix heures.
c. OCe soir.

II. Recognition of CGrammatical Signals

A. You will hear pairs of verb forms. In the blanks provided

on the answer sheet indicate whether the forms are singular (S)

or plural.(P). The members of a pair may be the same or dif-

ferent. o

1. il sert, ils ‘servent

2. 11 rend, il rend

3. 1ils partent, il part

k. il fait, ils font

5. 1l dit, ils disent

6. ils vendent, il vend -

T. 1ls sortent, il sort
8. il finit, ils finissent
9. il dort, ils dorment
10. ils accompagnent, ils accompagnent
e O -
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B. You will hear pairs of adjectives. In the blanks pro-
vided on the’ answer sheet indicate whether the forms are
masculine (M) or feminine (F). The members of g palr may
be the same or different.

1. blanche, blanche

2. petite, petit

3. grand, grand

k. gris, gris

5 longue, long

6. américain, amdricaine
g. allemand, allemande
9

» 1interdite, interdit
- froide, froide
10. frais, fraiche

III. Phoneme Diserimination

A. TYou will hear five French utterances. In the second syllable %
of these utterances you will hear one of three vowels g/, /a/,
or /8/. Indicate which of these three vowels you hear in the
second syllable by checking the corresponding space on the gnswer

~

sheet. The vowels again are: /3/, /&/ or /8.

1. il enregistre /&/

2. encombrement /8

3. réintégrer /&/ .

L. financidre . /g/

5. rebondissement /3

B. You will hear five French utterances. In the second syllsble

of these utterances you will hear one of three vowels /i/, [y/ or ,
/u/o Indicate which of these three vowels you hear in the second

sylleable by checking the corresponding space on the gnswer sheet.

The vowels again are: /i/, [y/ or Ju/.
1. une fourmillidre [u/

2. é&ducative /y/ ‘

3. utilissble /i/
L. publiciste /i/

5. perturbation -y

C. You will hear fivé French utterances. Indicate by checking
the appropriate spgce on the answer sheet whether the vowel you

hear in the gsecond syllable is g nasal vowel or a non-nasal vowel. .
1. impopyldire non-nasel B

2. monomanie , non-nasal ' ‘ '

3. malencontreux nassl

L. nomination non-nessal

5. noctambulisme nasal
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D. You will hear five French utterances. In the final sylleble
of these utterances you will hear one of four vowels /o/, /y/,
/u/, or /& /. Indiaate which of these four vowels you hear in
the final syllable by checking:the corresponding space on the
answer she¢t. The vowels again are: [8/, [y/, /u/ or /o&/.

1. wune visiteuse [/
2. on le suppose /6/
3. c'est une statue /y/
L. cette malheureuse /& [
5. il tue les poules Ju/

E. You will hear five French utterances. In the finsl syllable
of these utterances you will hear one of three vowels /i/, /&/
or /é/. Indicate which of these three vowels you hear in the
final syllable by checking the corresponding space on the answer
sheet. The vowels agsin are: /i/, /&/ or /&/.

l. 1l enchantait
2. 1l g failli

8. 1ils périraient
h, 11 est salé

5. il s'habillait

N~
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F102 (Experimental) Final Examinstion
Cral Production Test
 May, 1962

A. Tmitation

You will hear twenty short sentences in French. After each
sentence therz will be a pause for you to repeat the sentence.
You should imitate the model sentence as closely as possible
in every respect: promuncistion, rhythm, speed, intongtion,
etec. .

S

1. Lls vont y aller.
2. Marie en a conblen?

S

P
; I |

/
t/
3. Elle choisit la route. laf, [u/
h. Qu'est-ce qu'il a vu? Jy/ ud
5. C'est son ami. /i/
6. Ils s'en vont. g/, /s/
7. La station est & gauche. /6/ "
8. Il habite en Eurgpe, [0/ ¢
. 9. La gare est tout preés. /é/ ,
10. Jean a deux sgeurs. [/, [&/ 8
11. ('est son pere. Iz :
12. Flle est trés bonne. [on/
13. Quand est-ce qu'ils partent? /t/ 7
1%. Voulez-vous des crépes? /p/ ﬁj
15. Vos zmis sont Américains? Intonation
16. Qu'est-ce gu'ils veulent? /1/
17. Non, Jje nz suis pas malade. Rhy'thm-stress
18. Le bois est sec. [/ .
19. Ils &tudient 3 . 1 tuniversité. Khythm-stress

20. Ou est-ce qu'il achdte son journal? Intonation

c3

B. Manipulation

1. You will hear four French sentences in which the verb is
in; thé present tense. In the pause provided after each
sentcnoe repéax the sentence transforming the verb to the
passé composé.

Example: Je déjeune & une heure. Answer: J'ai déjeund
A3
a une heure.

oo T wne N v

8 J'acheto du paln.

b. Nbrle éerit & ses parents.'
c. Les &tudiants vont & Paris.
d. Ils partent vers midi.

=R & ) To
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You will hear four French sentences in which the verb is
in the passé composé. In the pause provided after each
sentence repest the sentence transformlng the verb to the
present tense.

Example: J'ai déjeuné & une heure. Answer: Je i&jeune &
ne he

a. Jis sont sortis ce matin.

b. Ils ont été & Paris.

c. Roger a loué une chant.e.

d. Nous avons fini notre travail.

You will hear four French sentences in the affirmative. In
the pause provided after each sentence repeat the sentence
transforming it to the negstive.

Example: Je déjeune & une heure. Answer: Jé ne déjeune pas
% une heure.

a. L& pharmacie est au coin.
— . ® 9N -
b. J'al parle & la concierge.
- y ) [ .
c. Nous sommes rentres tres tard.
-~ 4 »
de Ils l'ont achete en France

You will hear four declarstive French sentences. In the pause
provided after each sentence repeat the sentence transforming
it to the imperative.

Example: Vous allez & Paris. Answer: Allez & Paris.

a. Vougs donnez le paquet & FPhilippe.

b. Ta ne parles pas frangais.

c. YVous n'avez pas peur.

d. Vous achetez un Journal au bureau de tabac.

You will hear two French sentencesg in which the subject will
be in the singular. In the pause provided after each sentence
repeat the sentence transforming the singular subject to the
plursl in the same person and msking any other changes which
become necessary in the sentence.

Exemple: Je déjeune & une heure. Answer: ybus déjeunons
a une heure.

a. Le chauffeur choisit la route.
b. Il vend l'asuto & Marie.

s SRSV VO SO S S SO N PSS P LU
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6. You will hear two French sentences. After each sentence
you will hear & word with which you are to replace a cor-
‘responding word in the sentence you have heard. You should
maxe any other changes in the sentence which become necessary.

Example: 1) J'al trouvé un taxi. (maison)
Answers J'al trouvé: une maison.

Example: 2) Il a achetd la bicyclette. (Livre)

Answer: Il a acheté le livre.
a. Ils ont parlé & la concierge. (facteur)
b. Ils vont acheter de la créme. (lait)
Response

You will hear a series of questions in French. In the pause pro-
vided after each question answer the question. You should make sure
that your answers are both grammatically gorrect and make sense.

You should not attempt to give witty or unususl answers. Make your
ansver simple and to the point. Use complete sentences.

a. Quel ége avez-vous?

b. Est-ce que vous allez en France cet &té?
c. Quel temps fait-11l?

d. Est-ce que vous avez des fréres?

e. Tu as vu Marie aujourdthui?

Look at the picture on the answer sheet. You will have 15 seconds
to study the plcture and to prepare a description of it in French.
You are to describe what you see in the Plcture and what is going

on. You will have 30 seconds ir which to do this. Begin etudying
the picture.

(15 seconds)
Describe in French what you see in the pleture and what is going on.
(30 seconds)

Stop. Walt for instructions friom the proctor.

c3 £33
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286.
F102 (Experimental) Final Exemination May, 1962
Name
l. American English speakers will often fail to distinguish between

2.

la mére and le maire or le gergon and les gargons. At that point
it would be useful +o point out that

l. In French, the stress always falls on the lzst syllable
of & phrese.

2. French vowels never change quality under different stress
situatione, whereas English vowels are of'ten of neutral
quality under weak stress.

3. French, unlike English, is characterized by cpen sylla-
bification.

k. The vowel in French le is a central vowel.

In contrest to the vocalic sound of English sea, bay, you, and
50, the vocalic sound of French si, bée, vous, and sot may be
characterized as

l. longer and more tense

2. longer and more relaxed

3. shorter and more tense

k. ophonetically similar

An American English speaker would tend to confuse the French
Jean/Jeanne or attendre/entendre becsuse

1. American English has, phonetically speaking, no nasal
vowels.

2. In American English oral and nasal vowels usually do
not contrast.

3. It is impossible far an American English speaker to pro-
duce a nesal vowel and a nasal consonant in immediate
succession.

h. American English does not have a nasal a sound.

In phonology o minimal contrastive pair is a psir of words which
differ in meanipg and which are distinguished phonetically by
one significant sound feature. For example, starting with vue,
if one moves the tongue backward, one obtains vous, and, vous
yue constitute a minimal pair. Which of the following pairs of
words constitutes a minimal pair?

1. plonge/planche

2. ronge/range

3. longue/lange

L. fente/vingt

™
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The /p/ of French pire is closer phonetically to which one of
the following underlined English consonants?

l. part
2. sgpin
3. gap
4, pretty

Which of the following statemente characterizes French articu-
latory habits?
l. Tongue and lips are kept tense during sound production.
2. There is little forward or backward movement of tongue
and lips.
3. The tongue is usually concave.
k. None of the above.

Which of the followlng statements describescthe difference in
pronunciation of the vowels in English dough and French dos?
l. The French vowel is a batkvowel while the English is not.
2. The English vowel is unrounded.
3. The English vowel is higher and shorter.
k. None of the above.

Before which of the following groups of words would one have
to use the article le or la?

1. horloge, hétel

2. un, huit

3. houllle, hasard

4. onze, hirondelle

French numersls have as many as thres variant forms conditioned
by the form of the followlng environment. With respect to the
number of veriant forms as well as the type of varient con-
ditioned by the following enviromment, which of the following
Pairs of numerels are mostralike ?

1. deux, cing

2. deux, trois

3. trols, sept

Y, deux, six

10. From the point of view of spoken French, the possessive adjective

form mon / mon / 1s

1. the form occurring before all masculine singular nouns
or adjectlives.

2. the form occurring before all masculine nouns or sd-
Jectives beginning with a vowel.

3. the form occurring before all singular nouns or adjectives
beginning with a vowel.

4. +the form occurring before all masculine singular nouns
or adjectives beginning withk a vowel.




11l.

12.

13.

1L,

15.

16.
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From the point of view of spoken French the present stem mey
be defined as the first person plursl indicative form minus

the /5/ (-ong). Some verbs have a shortened present stem in
the singular indicative (=.g., nous finissons/je finis). Which
of the following verbs doee not behave as the others?

-~

l. partir
2. vendre
3. manger

h, dormir

How wany forms dces the definite article heve from the point of
view of spoken French?

1. &4
2, 3
3. 5
b, 2

*

From the point of view of the spoken langusge pgtit/getite may be
considered as an example of the regular pattern for adjectives
having special masculine and feminine forms. That is, the feminine
form yields the mssculine by the drop of the final pronounced
consonant. By thilis example which one of the following adjectives
is irregular?

l. doux/douce

2. blanc/blanche

3. sec/séche

4. chaud/chaude

In vwhich of the followilng verbe are the 3rd singular present
form (il) ehd 3rd plural present form alike with regard to

pronunciation?
l. finiegons finir
2. vendons vendre
3. partons partir
., aimons aimer

Which of the following utterances are different with regard to
pronunciation?

1. Tle eiment / Il aime

2. TIle chantent / Il chante

3. Ils mangent / Il mange

k. Elles perlent / Elle parle

Which of the following verbs belonge to a different class from
the other three? Conéider the present tense and the passé composé.

l., finir
2. partir
3. condulre
k. +vendre

e
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289.

Which of the following forms of the verb best shcw the bage?
l., finir
2., fini
3. finirai
b, finissent

Where is the "best" French spoken?
1. Toursine
2. (hé&teau country *
3. seizilme arrondissement (Paris)
4. Paris suburbs

Which of the following languages is not a Komance language?

l. Basque
2. Rumqnian '
3. Catalon

k. 014 French

What does the following correspondance prove gbout the three
cited languagss?

French: 1it pis falt
Italian: letto petto fatto
Spanishs lecho pecho hecho

l. That they ave RKomance languages.

2. Tnat they sre corrupted forms of Latin.
3. That they sre genetically related.

4. That French doesn't have final vowels.

Which of the following non~Romance languages is not spoken in
France?
l. Flemish .
2. QO=zltie
3. Norse
, Germsn

Which of the following Farie msin thoroughfares are locsted on
the left Bank?

1. Champe-Elysées

2, Crsnds Boulsverds

3. Boulevsrd Saint-Michel

k. Place de 1'Opéra

Which of the following French provinces are located in the western
part of France?

l. Bretagne

2. Champagne

3. Provence

k. Flandres
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Which of the following is the name of & French crack train?

1. autocar

2. Mistral

3. autorail

U. gare de Lyon “
Which of the following countries is not separated from France
by natural frontiers (mountains, river)?

1. Spain

2. ITtaly

3. Germany
k. Belgium




Final Examination
French F102 (Control) - Aural

Tape 46 Instructor's Copy May, 1963
Form A ' S
To Dictde « v v v v vt e e .15 points

]
oae O

A.

Quand je suis venu ici/, j'avais 1'intention/ d'acheter
une écharpe,/ parce que j'avais entendu dire/ que vos écharpes/
étaient de bonne qualitd,/ mais maintenant que je vois/ celles
que vous avez,/ je cofmence & avoir/ d'sutres ;dees / Elles ont
1'air trop bon marché./ Ne vous ddrangez pas/ pour me les
montrer --f--je vais chercher dans d'sutres magasins./ Il doit
¥y en avoir/ de meilleure qualité quelque part./

Mais les a&tres maga31n51 ont la méme histoire & raconter /
Partout ol j”ai'charche/ il n'y avait pas de jolies écharpes./
Je seral dbligé de quitter la France/ sans un bon souvenir de
Paris/ pour ma mire./ Il faudra que je lui dise,/ simplemenﬁf/
qu'aucuné écharpe ne restait/ aux marchands de Paris.

Aural Comprehension « o + ¢« o o v 4 4 o o & o o . .15 points
For each number, you will hesr read one of the five statements
listed under each number. You are to select the phrase which
the instructor reads. Each phrase will be read twice. For
example~--"Jean nageait", which is statement no. 3. Mark your
choice with an "X" on the line provided. :
1, J'al travaillé.

2. Elle a quitté la cuisine.

. Est-ce qu'ils s'en allaient?

» Il avait &tudil.

J'attends sa réponse.

Ils vont b&tir une maison.

Il aimgit le Midi.

Tu saveis patiner.

A-t-elle peur de cela?
Voild 1'agent qui le cherchait.

O\ O E)\\J'l W
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292«

In this section, you will hear a question read twice. You
are to select the response that this question would most likely
elicit. Mark your choice with an "X" on the line provided.

Example: Que répqndez-vous quand on vous dit merci?
Quoi qu'il en soit.

Tant mieux.
X Il n'y a pas de quoi.

1. Mais Roger, qu'est-ce que vous aver?

2. A qui parle-t-on quand on veut toucher un chéque & la banque ?
3. Ou prend-on le train?

L. Votre mire habite-t-elle ce quartier?

2. Que porte Mme Deschamps quand il fait du vent?

6. Comment trouvez-vois ce rosbif?

7. Ou va-t-on dthabitude pour acheter du boeuf?

8. D'ordinaire,, quand est-ce qu'on a envie de se reposer?

9. Que pensez-voub de ma nouvelle montre?

O. De quoi s'agit-il d'habitude quand on finit ses cours?

In this section you will hear & response read twice. 7You are
to choose the question which would most likely elicit this
response. Mark your choice with an "X" on the line provided.
Example: "Je vais au cinéma avecljeanne."
Oh allez-vous avec Janine?
X ANEC qui allez-vous?
Ou va~t-il avec Jeanne?

1. Je suis en train de les passer maintenant.

2. Il lui faut une heure pour faire ses courses.

3. J'aursis pris du vin, mais je n'étais bas sur qu'il soit bon.
L. C'est M. Dupont qui leur montre le chétesu.

5. Lund1 nous avons fait une partie de peche.

6. Hélene va acheter des fraises pour sa mére.

T. L'1nter1eur du chateau est un peu sombre. .

8. .La chaussée est tres gllssante & cause de la nelge.

9. Je vais mettre une lettre & la poste.

0. Marie a passé la semaine & jouer au tennis.

&
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293.
Final Examination F102 January, 1963

Written (Control)

II Dictée L L L o [ Q o [ _. o L o o [ ] L L L [ o [ ] d. L 015 pOints

IT. Comprehension . . . . c t e o e e o e e e e e .15 points

ITI. Complete the following sentences in any ﬁay that mekes sense,
using at least 5 words in the completion . . . . . .15 points

1.
2.
3.

\O O3 o\

10.
11.
12.
13,
1L,
15.

J'ai besoin...

Si j'étais & votre place...
C'est le meilleur... )
Je venais de...

Si j'avais son asdresse...
J'ai été témoin... ~

I1 doit y avoir...

Vous auriez df...

Jfaime mieux...

S*il était millionnaire...
Je regrette...

Voici; les gants...

Il faut qQue...

Nous’ devrions...

SijVOuS voulez.. .

/ .
Iv, @ey;ife the following sentences substituting for the underlined
expression another expression having the same meaning. Make
all other changes, but only if and when necessary. .10 points

1.
2,

dejime souviens de ce beau film.

les enfants ont envie de sortir.

Nous devons arroser le jardin.

De rien.

Il est de gon avis.

Je crains qu'il ne pleuve.

Je prends une tasse de café tous les matins.
Quel est son nom? '

Quand est-ce que vous partez?.

Il la trouve trés belle.

L L L [ L L [ o L [ o o [ [ ] L] L L L ] L [ ] L [ L L L] 20 pOints
L L L o o o L L L L o L o o 2 Ed [ * L o [ L 5 points

Put the verbs in the following baragreph in the past tense.
The context should make it clear which verbs should be in

R Y T S N

the imparfait, which of them should be in the plue-que-parfait

and which should be in the passé composé.
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Ce matin, John et Roger ont ggitté<l) Paris de bonne

bour aller foir des cousins de Roger, les Deschamps, qui

habitent(e) dans un petit village prés de Fontaineblesu.

(3)

)
Ils ont pris le train jusqu'd Melun. I&, ils descendent(4)

du train, pour faire 3 bicyclette le reste du voyage. A dix
heures du matin, ils sont(S) en train de pédaler le long d'une

Jolie route, heureux de 1'ombre des arbes qui la bordent, )
(7)

car la journée est chaude et le soleil haut dans le ciel.

Un quart d'heure plus tard, nos deux amis arrivent(8) & la
grille de la ferme. Mue Teschamps, qui les voit(9) arriver,

(10)

vient & leur rencontre.
B [ ] [ ] o [ ) [ ] [ ) [ ] [ ] [ ] [ [] [ ] (-] [ ) [ ) [} ] [ ] [] [ ) [ ) [ ] [ ) [ ) [] 2 1/2 pOintS

Rewrite the following sentences replacing the underlined
Words by an obJject pronoun.

1. J%ai 1'intention de passer quelgque jours avec mes amis.

2. Les pharmaciens vendent des médicsments.

3. J'ai répondu & leurs lettres.,

L. Jean et Roger ont rendu visite & Mue Deschamps .
o+ N’avez-vous pas acheté ce livre-147

C. Combine the following into sentences meking changes in verbs
VHeN NECESSALY v o v o o 4 o 4 4 4 0 4 0 4. . D i/2 points

Exemple: Il fait moins froid. J'attends jusqu's ce qu’il fasse
J'attends jusqu’d ce que... moins froid.

1. Nous sortons avant midi.
I1 vaut mieux que...

2. Je suis en retsrd.
Je crains que...

3. Elle répondra & cette lettre.
Je crois que...

B L P VO S PSP « - - T N VRIS A S I R RN ROV A
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a

Vous choisissez celui-ci.
Je veux que...

5. dJ'ai lu ce livre.
C'est le meilleur livre que...

- .
¥

L poiuts
Write the following sentences in French. H

l. I know what i want.

Louis XIV had Versailles built.

. Here are the books of hhigh I was speaking.

« What does that mean?

S A 0 o=
o

« I would have legt.

L4

&3

. It is a book which we need.

. Who told you that?

e

3
)
p)
6. Go away.
T
8
9

. Vhere would you go if you were rich?

I will come back.

£
=
e

E ] ] LJ [ ] ] ] [ ] ] ] ] ] ] ] [ ] o [ ] ] ] ] ] ] ] ] ] ] 5 Points

&

In the following sentences the underlined expressions represent
the answer to a question. Write the question which evokes this
answer.

&3

1. Tl va & Barbizon.

2. Versailles est un beau chiteau.

. Il part & cing heures.

£33

. dJde veux du vin.

3
L
5. Marie achdte un chapeau.
6. Mon pére n'est pas encore arrivé.
7

3 32

. Roger est arrivé avec Ernestine.

{} .
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8. Jean tient & voir Marie.

9. Le ressort fait marcher une wontre.

.
10. dJean fait venir le médecin.

Reading: Read each of the following passsges, then answer
the questions in English and in complete sentences.25 points

A [ ] L4 [ ] L] [ ] L [ ] [ [ ] [ ] [ ] ] [ ] [ [ [ ] . L] L [ L [ ] [ ] [ ] [ lo pOintS

I1 est sept heures du soir. P¢ndant que sa femme prépare
le dfnerildans la cuisine, M. Duval 1it le Journsl dans le salon,
en fumant sa pipe. UGeorges, 1’unique enfant, est en train
d'etudier ses legons pour le ,Jour suivant. Tout & coup, il

l&ve la téte: 1l & rencontré dsns son livre un mot qu'il ne
connaft pas.

-=-Papa, demandp-t-li, que veut dire le mot "monologue"?

-=Un monologue? ripond le pere aprws un instant de réflexion,
c'est quand une seule personne parle, et que cette personne
parle assez longtemps. Ainei, par exemple, lorsque te mire

et moli avons une convsrsation, c'sst przsque toujours un mono-
logue, parce qu'slle me donne rarement 1'occasion de parler...

1. A quelle heure cette scéne se passe-t-zlle?

2. Que feit M. Duvael?

o Que fait sg feume?

. Combien d'enfants ont~: ls, les Duval?

- Pour quel Jour GEOrges prepare-t-ll ses legons?
Qu'est-ce qu'il a rencontre dans son livre?
A gui demande~t-il une dét'inition? <
Est~ce que le pére ripond tout de suwite?
Combien d= personnes faut-il pour un monologue?
Qa'egt-ce qui s& passe quand M. et Mmnz Duval ont une con-
versation?
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M. Legrand a l'hebitude d'aller su café tous les jours apres
le déjeuner. Il y trouve d:s amig et passe agréablement une
heure ou deux avec eux. Ils jouent sux cartes, parlent des
affeires ou de la politique, et boivent avec un réel plaisir
de la bonne bitre frafche ou une tasse de café noir bien cheud.
EEndant ce temps Mns Legrand s! occupe des clients qui viennent
& 1'épicerie, car M. Legrand est épicier.

Aujourd'hul, au cours de sa pertie de cartes, M; Legrand
a entendu un homme, assis & la table volsine, dire & son inter-
1ocuteur que le poisson constitualt un aliment idéal pour le
développement des facultés mentales. Cette remarque & beaucoup
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impressiorné M. Legrand, car il sait que son intelligence n'est
pas extracrdinaire. Sa femme le lui a répété & maintes remrises.
C'est pourquoi il se décide & aller chez son médecin, avent de

' retourner & la maison. - Docteur, lul demende-t-il, dee qu'il
est admls dans le cabinet, Je viens d'entendre dire qu'on peut
augmenter ses facultés mentales en mengeant beaucoup de poisson.
Est-ce que c'est vrai? -

--I1 paraft que c'est vrai.

--Alors, pouvez-vous me dire quelle sorte de poisson je devrais
manger? demende M. Legrand avec l'espoir de prouver un jour &
sa femme qu'elle a tort, et gqu'en réalité il est doud d‘une vive
intelligence.

--Certainement, répond le médecin, avec un sourire ironique.
Dans votre cas, je vous conseillereis, pour commencer, de manger
une baleine.

1. Ou M. Legrand va-t-il tous les jours?

2. Qu'y trouve-t-il?

3. Comblen de temps y passe-t-11?

4., Quels sont les plaisirs du café?

2. DPendant que son mari est au café, que feit Mme Legrand?
6. A quol M. Legrand a-t-il joué, aujourd'hui, am cefé?

g. Qu'a-t-il entendu dire & une teble voisine?

9

- Pourquoi la remarque qu'il a entendue lia-t-elle impressionné ?

. Qu'est-ce que sa femme lul a répété trés souvent?
10. Qu'est-ce que M. Legrand décide de faire?
11. Quand va-t-il chez le médecin?
12. Qu'est-ce que M. Legrand demande au médecin?

13. Le médecin croit-il & la théorie dont M. Legrand lui & parlé?

14, Quel était 1l'espoir de M. Legrand?
15. Quel consell le médecin lui a-t-il donng?




